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ABSTRACT
RECRUITING TEACHERS OF COLOR: COLLEGE-AGE LATINO/A STUDENTS
SHARE THEIR VOICES AND RECOMMENDATIONS FOR EDUCATOR
PREPARATION PROGRAMS
MAY 2007
RAYMOND M. SHARICK
B.S., PENNSYLVANIA STATE UNIVERSITY
M.E.D., INDIANA UNIVERSITY OF PENNSYLVANIA
ED.D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Professor Andrew Effrat

This dissertation examines the attitudes and career plans of college-age Latino/a
students in order to determine the best next steps for educator preparation programs as
they seek to recruit, prepare, support, and retain teachers of color, specifically Latino/a
teachers, for the K-12 public school system. A review of the literature regarding the
recruitment of teachers of color informed this research. The components of recruitment
programs were examined in terms of how they addressed the individual and the career
of teaching. The effectiveness of these recruitment models is not completely clear, and
many have not been proven to have long term success. However, there are a few
promising models worthy of serious study.
This research utilized data obtained from interviewing college-age Latino/a
students who were making decisions about career choices. Data from student
participants validated much of what is thought to be known about the challenges of
teacher recruitment. For example, there is a continued perception that teacher salaries
are relatively low and are not competitive with many other professions, the status and
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prestige of the teaching profession is low, and the often inadequate working conditions
for teachers can dissuade students of color from pursuing careers as teachers. Also,
minority student access to higher education continues to remain a problem. Access
issues need to be addressed during the formative (K-12) years in order to fill the
pipeline more fully. The findings also suggest that problems associated with
recruitment models are systemic in nature. Challenges range from long-term
commitment toward valuing diversity and program development to sustainability of
programs via regular and reliable funding sources.
Conclusions include specific recommendations that provide hope for future
success. In order to help diversify the teaching force, educator preparation programs
should consider the following recommendations: market the field of education; develop
active recruitment processes; diversify college faculty and staff; develop sound
mentoring and support systems on campuses; provide assistance with financial support;
and increase collaboration with K-12 partners and policymakers. Each of these
recommendations should be institutionalized in order to be fully utilized and effective.
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CHAPTER 1
INTRODUCTION AND STATEMENT OF PROBLEM

Introduction
General recruitment and retention of teachers has been an area of concern for
many years. In the United States, the K-12 schools continue to have difficulty
attracting, preparing, and retaining high quality teachers. Only 60 percent of those
prepared to teach actually enter the profession, and of those, 30-50 percent leave within
the first five years (Hirsch, Koppich, and Knapp 2001). Data from many studies
indicates that the majority of teachers leave the profession within five years. However,
when one examines this issue with a focus on minority teachers, or teachers of color,
the problems are magnified.
This research focuses on the role that educator preparation programs may play in
the recruitment, preparation, and retention of teachers of color, with a specific focus on
Latino/a teachers. This research is intended to examine current approaches to the
recruitment and retention problem, and with information gleaned from interviews of
college-age Latino/a students and reflections on the author’s own experience
coordinating a college-level diversity recruitment program, program development and
policy implications will be discussed.

Statement of the Problem

The population of Latino/a students is growing faster than any other group in
U.S. public schools today. In 1986, approximately ten percent of all students in public
schools were Latino/a. In the year 2000, approximately seventeen percent of all
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students were Latino (NCES, 2003). During this same time frame, the number of
Latino/a teachers has remained lower than the percentage of Latino/a students. In the
year 2000, 5.5 percent of all teachers in United States public schools were Latino/a
(U.S. Census Bureau. 2004). The chart below helps to illustrate this demographic shift

Percent
50
45
40

1972

1976

1980

1984

1988

1992

1996

2000

Year
0 Black, non-His panic

□ Hispanic

□ Other

Figure 1.1: Percent of public school students enrolled in grades K-12 who were
minorities, by race/ethnicity: 1972-2000 (SOURCE: U.S. Department of Education,
National Center for Education Statistics, The Condition of Education, 2002, based on
U.S. Department of Commerce, Bureau of the Census, October Current Population
Surveys, 1972-2000.)

Current data on Latino/a student achievement, dropout rates, and access to
higher education indicate that the achievement levels of Latino/a students may be
declining, dropout rates from high school continue to remain at high levels, and
Latino/a students account for only 6 percent of all Bachelor’s degrees today (NCES,
2004).

The status dropout rate is defined as the percentage of 16 to 24 year olds who
are out of high school but have not received a high school diploma or General
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Educational Development, or a GED, credential (NCES, 2003b). The dropout rate for
Latino/as was approximately three times higher than that of white students - 23.5
percent for Latino/as versus 6.9 percent for whites, as cited in a recent National Center
for Education Statistics report (2003a). Based on statistics from the year 2000, about
530.000 Latino 16-19 year olds were classified as dropouts (NCES, 2003a). This fact
alone highlights the disadvantages that Latino/a youth have in terms of educational and
economic futures as they enter adulthood. However, Fry (2003a) cautions that there is
some distortion in the statistics - that, in fact, “counting only Latino/as who dropped out
after engaging the American education system yields a rate of about 15 percent among
16- to 19-year-olds,” a number that is twice as high as that of white students, not three
times as high as the above figure indicates. This is due to the fact that immigrant
Latino/as who never enrolled in a U.S. public school are counted in the dropout rate.
Therefore, the dropout rate, while certainly not good, is not as bad as it appears to be on
the surface.

Achievement data indicates that, generally speaking, students from various
racial and ethnic groups have made progress according to NAEP testing since 1972.
Latino/a students still lag behind their White counterpails. Some indicators show that
this gap may be decreasing; however, no clear trend emerges in terms of how this gap
may continue to change. One disturbing component regarding achievement is cited by
Fry:

“That third generation Latino youth perform not significantly better than their second
generation Latino peers is very disconcerting. Since they have U.S. born parents, a
much larger share of their parents have finished high school and accordingly have
higher incomes. Yet these parental advantages do not seem to result in significantly
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better school performance. Today's Latino students, regardless of how long their
ancestors have been in the U.S., are on average markedly less likely to graduate high
school on time in comparison to white students” (p. 4. 2003a).
Current research indicates that Latino/a teachers (or “own-race” teachers) may
be able to reverse some of the current trends in Latino/a student achievement, attrition,
and access to higher education; therefore, teacher recruitment efforts should increase
their focus on targeted recruitment and preparation of Latino/a teachers. The National
Center for Education Statistics estimates that about 42 percent of all public schools in
the United States have no minority teachers (2003b). In chapter two, the benefits of
“own-race” teachers will be addressed in more detail.
In 2000-2001, 79 percent of all Limited English Proficient, or L.E.P., students
were Spanish-speaking (Kindler, 2002). Additionally, over one-half of Hispanic
students speak mostly English at home (NCES, 2003). Therefore, a large percentage
the Latino/a youth are still not primarily using English as their first language at home.
This fact suggests that teachers who share similar linguistic and cultural backgrounds
could have a substantial impact on the growth and development of Latino/a students
who are learning English as a second language. It also suggests that all teachers should
have substantial training on how to teach Limited English Proficient, or L.E.P.,
students. However, this latter point is not the focus of this research.

Research Questions

The overarching research question for this project is: What role can educator
preparation programs play in order to increase the number of Latino/a and other
teachers of color in United States public schools? From this question, many sub-
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questions arise, and these are the questions that were investigated by interviewing
college-age Latino/a students as they prepared to make important career choices,

•

What might motivate Latino/a students and/or adults to become teachers?

•

What support might Latino/a students need as they pursue a college education
and training for a teaching credential? (Financial support? Advising support?
Academic support?)

•

Why do Latino/a teachers believe there is a shortage of Latino teachers?

•

What do Latino/a teachers and college-students recommend to increase the
number of Latino/a teachers?

•

What barriers might Latino/a students encounter on the way to earning a
teaching credential?

•

What careers are most Latino/a students currently choosing? What is attractive
about these careers? What can be learned from this?

•

What specific strategies can educator preparation programs employ in order to
increase the number of Latino/a teachers?

Approach to the Problem
This research has focused on seeking data to improve methods of recruiting
Latino/a students into the field of teaching. College-age Latino/a students, some of
whom were enrolled in teacher preparation programs, were interviewed and asked about
what motivated them to pursue a specific career track, including teaching. This
research also provided an opportunity to explore other factors that facilitated these
students’ transition from high school through college (including the teacher preparation
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process, when applicable). This project also included inquiry about barriers to higher
education in general and teacher education in particular. Answers to questions about
the rewards of careers in teaching, financial or otherwise, were also sought. Finally,
what specific suggestions did college-age Latino/a students have regarding recruitment
methods and other institutional changes that may be necessary to recruit, support, and
retain Latino/a students on the road to becoming teachers?

Use of Terminology: Latino versus Hispanic?
Often one hears the use of the term Hispanic and/or Latino/a to describe a
person from Spanish-speaking countries or regions of the world. What is the difference
in these terms? The following background information on terminology, based on a
conversation with Sonia Nieto (September 12, 2005), will be used to clarify and define
the use of terms for this project. It should be noted that Sonia Nieto is a worldrenowned scholar and expert in multicultural education, diversity issues, and
educational issues associated with Latino/a students. For the purposes of this research,
the term Latino/a will be used in order to make the language of this paper consistent,
with all due respect to the various groups of people who come from the Latino/a
“home” countries.

According to Nieto, and generally speaking, Latino/a teachers come from Puerto
Rico, Cuba, the Dominican Republic, South America, Central America, and Mexico.
Latino is a generally more acceptable “label” than Hispanic. The English language does
not usually distinguish between the male and female genders. This leads many native
English speakers to say Latino when referring to a woman. Technically this is
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incorrect, as the Spanish form "Latino" is used to denote a male. Some speakers,
especially those with knowledge of Spanish, will use the correct Spanish form Latina
when referring to a female.
In any case, most people who identify as Latino/a or Hispanic prefer to identify
themselves by their home country - that is, Latino/as from Puerto Rico prefer to be
considered Puerto Rican. While there are certainly many cultural differences among the
different home countries, there is a mutually intelligible language across the group of
people who consider themselves Latino/a. This is in opposition to very different
language barriers that Spanish-speaking people in Spain might face due to distinct
dialect differences in the five (or so) versions of Spanish spoken in Spain. Therefore,
for the remainder of this research project, the term Latino/a will used.

Past Initiatives and Efforts to Diversify
“The presence, or lack of teachers of color in the Commonwealth's public
schools is a public issue with major pedagogical, economic, and social consequences.
What is presented here is not simply a call for affirmative action. This is not merely a
problem for Blacks, Latinos, Native American, or Asian-descent citizens. A significant
presence of Black, Latino, and Asian-descent teachers in school systems, especially
those with a growing number and proportion of children of color, represents a critical
resource for maintaining quality and excellence in such systems. It is important for all
children of color to see teachers of color, who look so important to young people, in
positions of authority. It is also necessary for white children to see people of color in
positions of respect and to learn about and appreciate racial and ethnic cultures other
than their own. Because of the abysmal record that currently characterizes many
teacher preparation schools and programs regarding the presence of minorities, our
children are denied the lessons which only the presence of teachers of color in the
schools can provide. Black, Latino, Native American, and Asian-descent teachers also
represent important resources for white teachers who must come [to] understand and
appreciate our society’s growing diversity. And white children desperately need to
understand and be prepared for a society and a world growing in racial, cultural, and
ethnic diversity. All children must be prepared to work with people who do not mirror
their own race and culture; this cannot occur if those responsible for preparing
educators education do not reflect it in their own professional lives.”
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To the reader: When do you suppose this was written? This question is put before you
without providing the citation because it could have been written today. Yet, it was
published in 1990 (James Jennings, Ph.D, Chair of Statewide Committee on the
Recruitment of Minority Teachers) as part of a Massachusetts initiative to recruit
minority teachers. The point is that, as a society and within the field of education, not
much progress has been made toward the goal of increasing the number of minority
teachers, and in fact, in some reports, there are now even fewer Latino/a teachers.
Other similar statements can be found in the literature that reach further into the past,
but the question remains: Why are United States public schools still in this situation,
and what can be done to resolve the problems the public schools are facing? This
research attempts to answer the latter part of the question.
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CHAPTER 2
REVIEW OF THE LITERATURE

The figures are all around us - achievement gaps that are too wide, dropout rates
that are too high, and a lack of access to higher education for minority students. The
growing population of Latino/a students in the United States (who in some places, such
as the state of California, are no longer the minority group, but in fact are a majority)
face educational challenges that will affect their career opportunities and life
experiences as adults. How can schools and leaders in the field of education address
these concerns? This chapter includes a conceptual framework that originates in career
choice theory and reviews the literature on recruitment and preparation of teachers, with
a specific examination of model programs designed to recruit Latino/a and other
students of color into the field of teaching.
The following sections address the conceptual framework for this research,
based on career choice theory; the specific need for Latino/a and other teachers of color,
including statistics regarding projected demographic shifts that schools will face;
research that illustrates the benefits that teachers of color can have on all students, in
terms of serving as role models and as classroom leaders who can increase academic
achievement; and an examination of recruitment models. The final section addresses
specific teacher recruitment models, with focus on recruitment models for Latino/a
teachers.

9

Conceptual Framework
The general topic of recruiting teachers of color falls into the broad category of
career choice and occupational theory, and this research is grounded in a conceptual
framework that originates in the literature in this field. There are several theories that
attempt to explain why different individuals choose specific vocations, careers, and
other life pursuits. Some of these theories originate in the field of labor economics, and
each makes an attempt to uncover the reasons that underlie occupational choice and
individual career development. The following sections outline five prominent theories
in the area of career choice.

Parsons’ Theory
Frank Parsons (1909) is generally known as the founder of the vocational
guidance movement. The trait and factor theory of occupational choice, which had been
evolving in the early twentieth century, grew out of Parsons’ ‘’talent matching”
approach. Parsons suggested that each individual gains the ability to make career
choices as he/she develops. First, each person must understand his or her own
characteristics and traits. That is, what are the person's interests, aptitudes, and
personal skills and abilities? Each person has a unique make-up of interests, values,
personality traits, abilities, and talents, and it is believed that these areas can be
identified and “profiled” in order to illustrate the potential of each individual.
Second, each individual must have some understanding of the overall labor
market and the jobs in which he or she is interested. There are factors required for
successful performance in each job or occupation, and it is believed that these factors
can also be objectively identified and profiled. Then individuals can study this
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information and compare their own profiles and interests with the career options in front
of them.
Third, the individual can then make a judgment about the relationships between
the first two groups of facts, that is, the ‘'match.” As one attempts to determine how an
individual and his or her job are a "good fit,” it is based on a critical assumption that it
is possible to measure the skills, talents and attributes required for a specific job - then,
theoretically, if one can measure these characteristics in an individual, a good match can
be made. Parsons believed that it is possible to use a basic decision making process in
order to identify a “match'- between the factors associated with a particular occupation
and the characteristics of an individual. Successful job performance and job satisfaction
are derived from close matches of personal traits and job factors.

Holland’s Theory
Building on the work of Parsons, John Holland broadened the scope of
occupational choice theory, and his work has had a strong influence on the field. The
concept of “matching” is also central to his research.
Holland's career typology theory originates in Parsons’s trait-factor theory.
Like the trait-factor approach, Holland's theory focuses on the traits and characteristics
of each individual and of each occupational task. Holland s theory7 expanded the
concept of personality types and proposed that personalities fall into six broad
categories, realistic, investigative, artistic, social, enterprising and conventional. Since
certain personalities aie attracted to certain jobs, the work environments then reflect this
personality and can be clustered into six similar groups. Although each individual often
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has the characteristics of all six personality types, one type is usually dominant. Most
personalities tend to resemble up to three of the six personality factors. Holland's
career choice theory takes a cognitive, problem-solving approach to career planning,
and this model has been extremely influential in vocational counseling and occupational
choice.
Much research supports Holland's typology; however, it is often criticized for
gender bias, as women typically fall into artistic, social, and conventional personality
types. Holland attributes this to cultural expectations and norms for women, and that
our society typically expects women to pursue female-dominated professions, such as
teaching.

Super’s Theory
Donald Super developed what is called the “Life-Span/Life-Space Theory.” He
believed that personal change is constant and continuous, and that humans are basically
anything but static as they grow and develop. Super’s theory (1980) is a comprehensive
developmental model that attempts to account for the various important influences on a
person as they experience different life roles and various life stages. There are several
core tenets in Super's theory. First, there is a basic assumption that every individual has
potential. People have skills and talents that they develop through different life roles,
making them capable of a variety of tasks and numerous occupations. Second, in
making a career decision, an individual is expressing his or her understanding of self
(his or her self-concept). People seek career satisfaction through work roles in which
they can express themselves, and they seek to continually develop their self-concept.
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Career choice and the level of subsequent job satisfaction are dependent on selfknowledge, perhaps the most vital component to his theory. Third. Super notes how
individuals pass through five major life stages - growth, exploration, establishment,
maintenance, and disengagement - and that career development is life long and occurs
throughout these five stages. Each stage consists of a unique set of career development
tasks and accounts for the changes and decisions that people make from career entry to
retirement. It is important to note that these five stages are not purely chronological individuals may cycle through each of these stages when they go through career
transitions.

Krumboltz's Theory
John Krumboltz's (2001) research on the social learning theory of career choice
is very important to researchers examining the recruitment of individuals in order to
diversify the workplace. Krumboltz claims that career decisions are a result of a
number of learning experiences, perhaps infinite, that are made possible by nature and
nurture types of factors - the influence of other people, institutions and events in a
person's particular environment as they grow. To sum up, individuals make career
choices based on what they have learned.
Krumboltz proposed four main factors that influence career choice.' genetic
influences, environmental conditions and events, learning experiences and task
approach skills (e.g., self-observation, goal setting and information seeking). The
consequences of these factors and particular learning experiences lead people to
develop beliefs about the nature of careers and their role in life (self-observational
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generalizations). These beliefs, whether realistic or not, influence career choices and
work related behavior. Krumboltz also noted that learning experiences, especially
observational learning stemming from significant role models (e.g., parents, teachers,
heroes), have a powerful influence on career decisions, making some occupations more
attractive than others. He also believed that positive modeling, reward and
reinforcement will likely lead to the development of appropriate career planning skills
and career behavior.

Savickas's Theory

The final theory shaping this conceptual framework is based on the
constructivist theory and models of career development. The constructivist theory is
related to existential theory and is more a philosophical framework within which
occupational choice can be considered and career counseling can be done. Savickas
has done much research in this area (2001). Constructivist career development is
based on the concepts of constructivism and includes several key points. First, there
are “no fixed meanings or realities in the world, there are multiple meanings and
multiple realities. Individuals create or construct their own meaning or reality of the
world through the experiences they have” (Savickas, 2001). Second, individuals are
constantly making interpretations of the world around them, and they construct
themselves and their worldview through these interpretations and their own actions.
These “constructs” or perceptions of events could prove to be misleading or useful in
some way. Third, there is variation in how different people develop constructs. In
their “constructions,” two people may experience a similar (or the same) event, yet
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they may have very different perceptions of their experience. Fourth, as a central
tenet of constructivist theory, individuals are “meaning-makers” based on their
experiences. Each individual life is a changing and evolving story that is constantly
being revised. An individual may choose to develop new constructs or write new
stories in his or her life. Finally, critical reflection is required of each individual if he
or she is to be fulfilled or empowered. Daily experiences, actions, and decisions that
one makes must be examined in order to help one shape his or her worldview.

In general terms, the constructivist approach is about life planning. The search
for meaningful work is connected to constructivism’s emphasis on deriving meaning
from personal experience. To have meaningful careers, individuals need to reflect on
their life experiences and the resulting “constructs” they may hold about themselves,
their lives, and their choice of work. For educators and career counselors, this concept
is important to consider as programs for recruitment into particular careers,
particularly teaching, are developed.

Criticisms of Career Development Theories
Occupational choice and career development theories have been targets of
criticism due to theii lack of attention to diverse populations. Much of the research on
occupational choice and career development theory has historically been generated
from data obtained by sampling white middle class males; therefore, the impact of
culture, ethnicity, and race are generally not addressed in terms of entering the
teaching field or other careers. It appears that no single theory of career development
is comprehensive; therefore researchers and educators must realize this and utilize the
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various components of the theories. Theories that attempt to explain how and why
individuals make career decisions are generally based on several assumptions, one of
which is the belief that “’everyone has a free choice among careers; career development
is a linear, progressive, rational process for all; and individualism, autonomy and
centrality of work are universal values” (Kerka, 2003, p. 3). Walsh (2001) stated that
current theories often neglect important determinants such as family background,
opportunity, racism, and sexism. It should noted that Parsons and Holland appear to
take a very cognitive or ‘‘in the head” approach to career development, leaving the
“nurture” or socialization/enculturation components out of the developmental puzzle,
and over-reliance on personality types and matching could lead to inappropriate career
decisions for many individuals. Krumboltz and Savickas appear to have an openended category that may address other determinants, but these are not specified.

Occupational Choice and Minorities
There is a limited amount of research that has been done regarding
occupational choice and minority candidates. Torres et al. (2004) reported several
factors as significantly impacting the choices made by African-Americans, Latino/as,
Asian Americans, and Native Americans. The factors include socioeconomic status,
degree of acculturation, racial and/or ethnic identity, appearance based on phenotype,
educational attainment of parents and the individual, self-efficacy, and the amount of
experienced discrimination. The “degree of acculturation” is defined as the “process
by which immigrants adapt to the socio-cultural and psychological characteristics of
the host society; the level of acculturation is often interpreted as a measure of the
person's capacity to function in the larger society” (Keefe & Padilla, 1987, as cited in
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Arbona, 1995). For language minorities such as Latino/as, acculturation is also
defined by the level of proficiency with the English language. In short, the amount of
mainstream American culture that is adopted into an individual's belief system
determines his/her level of acculturation. Self-efficacy refers to a person's belief in
his or her ability to successfully accomplish a context-specific goal (Bandura, 1994).
That is, people partake in activities that they believe they can do well and avoid other
tasks or activities in which they believe they may fail. Understanding self-efficacy is
important as diversity recruitment strategies are developed. Self-efficacy influences
the choices a person makes, the effort they choose to invest, their resilience in pursuit
of their goals, and their level of confidence. Due to the teaching profession's long
preparatory pipeline, there are greater opportunities for a candidate to encounter
negative experiences with the teaching profession. The issue of discrimination may be
exacerbated along the lengthy teacher preparation pipeline. There is simply more time
and opportunity for minority candidates to experience discrimination en route to this
career goal. A fear of discrimination may influence someone to pursue work in a field
in which his or her racial group is well-represented. For example, Asian-Americans
often pursue technical field and physical sciences, but avoid working in the social
sciences, communications, and the arts (Gordon, 2000).

There are obviously many similarities and some key differences in the theories
presented above. The career development and occupational choice theories of Parsons
and Holland may be a sound place to begin, but both are based on a "cookie cutter”
approach to some degree, and do not allow for natural growth and development of
each individual. It appears to be true that personality traits (Holland) do factor into
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how an individual makes a career decision; howrever, the one, two. or three
‘"dominant" traits are not static and do change as individuals grow, learn, mature and
develop throughout their lives. It seems logical that these theories should not be static,
but, in fact must allow for the dynamic and ever-changing conditions within and
external to the individual.

Convergence of Theories: A New Model
In examining these theories as a foundation to my current research. I have
developed a framework that is a result of a “blend” of theories. This framework
could, in fact, begin with a basic and somewhat static look at an individual's
personality traits, but it also allows for the effects of nature on the growth and
development of the individual, and the convergence includes sociological
perspectives on career choice. It is a dynamic model that integrates the five models
outlined above, and these models have been placed on a continuum to help illustrate
the vast complexity of human nature as it relates to choosing a career path. For
example, we could view the various theorists on a continuum from the “more static”
(on the left) to “dynamic” as indicated below:

STATIC

DYNAMIC

Parsons

Holland

Super

Krumboltz

Trait-Factor/Matching

6 Traits/Matching

Dev. Stages

“Learning Exp.”

Savickas
Constructivist

In examining this continuum in light of recruitment models, there is an assumption
that individuals can change and have the capacity to be open to change based on
influences, learning experiences, and the self an individual may construct for himself
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or herself. This model does not exclude the possibility that some individuals may fall
into one of Holland's traits and be “matched” to a career that could become a reality;
however, there is plenty of space to allow7 for individual change and growth, either as a
result of learning experiences (purposeful or incidental), the environment, culture, or
from a very purposeful and meaningful attempt to shift career attitudes and outlooks
that might result from recruitment efforts. In the case of teacher recruitment, the
dynamic nature of the continuum allows for the possible success of specifically
targeted recruitment strategies, which may include direct teaching to adolescents who
are beginning to consider their career trajectory. The flow model on the next page was
designed to illustrate the complexity of this conceptual framework and the many
influences on individuals as they consider career options.
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Figure 2.1: Factors Affecting the Decision to Enter a Career in Teaching: Flow Model
Illustrating Complexity of Factors and Recruitment Efforts. The large transparent down
arrow represents how various factors must stay somewhat aligned in order for a career
in teaching to be a viable option. Recruitment efforts must focus on understanding the
individual and on helping the individual to develop an understanding of the career of
teaching; therefore, recruitment efforts on both sides of the model have arrows
“pushing” back to the center downward flow. Complicating matters are the various life
happenings for each individual that may influence them to step onto another career path
and exit the center downward flow. This can occur at any point in time and is
represented by the many smaller black arrows directed outward from the center column.
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Frameworks for recruitment strategies are based on assumptions that
individuals can and will change as a result of those programs that introduce individuals
to a specific career, provide individual role models, and use straightforward efforts to
recruit students who think they have already identified their career ‘'match, as noted
by Parsons and Holland. Since individuals can be influenced and changed in positive
ways, recruitment strategies must consider using in-school opportunities to help create
a pipeline of individuals suited for a particular profession in need of a certain type of
individual. To view all individuals as static and not open to change is limiting, and
recruitment models must consider the various options that individuals have for
choices.
Other research supports the idea of utilizing the sociological aspect of career
choice theory in order to plan for more effective ways to plan and implement diversity
recruitment programs. One example originates from a qualitative study to investigate
the career development of 20 notable Latinas (Gomez, et al., 2001). Findings included
the fact that career plans were often nonlinear and unplanned, and the participants’
motivation and sense of self were influenced by their socioeconomic status, types of
educational experiences, and other variables. Additionally, cultural identity, family,
and culture played an important role and influenced these women in profound ways.
According to Gomez, et al., "relational support systems” that included family and
friends were important; and the participants’ optimism, persistence, passion, and
“capacity for cognitive reframing” helped them to cope with the challenges and remain
true to their values, beliefs, and sense of self (p. 297). The sociological perspective
must be considered during recruitment program development.
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Teacher Traits: Are they clearly defined and absolute?
«/

V

The field of teaching has many individuals with the social trait as the most
dominant personality trait. However, must all effective teachers have the social trait as
the key/dominant characteristic for entering the field of teaching? A person who is
primarily enterprising and investigative, two of Holland’s six traits, might be a quite
effective teacher given that the individual has some of the social skill that is required
to communicate effectively with the students. This person may, however, be assessed
on a “career test” and guided toward other careers, without considering the field of
teaching at all. It also appears that the environment (community and social context) in
which a particular school resides yields a particular type of student. Again, if
educators constantly search for the “social’' in future teachers, are many candidates left
out although they may have much to share as a teacher? Will these individuals be
“tracked” toward different careers based on a character trait analysis? Individuals may
in fact be born with certain personality traits; however, these are not defined for life,
and each individual can be influenced by appropriate models in positive ways.

Those interested in teacher recruitment models intended to diversify the teaching
force must be aware of the various theories of career development and occupational
choice, and they must work with others who can influence the growth and maturation of
young children, adolescents, and adults. It is for this reason that this current research
proposes a career development and occupational choice theory that not only considers
each individual, considers the “matching” theories proposed by Parsons and Holland,
and keeps a keen eye out for the possible changes in individuals that are seen as real
possibilities by Super, Krumboltz, and Savickas, but it must include an educational
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component that truly explains the career choice to the individual. That is, great care
must be taken to assist youth in understanding the work lives of teachers. In the case of
the career of teaching, this can be tricky because it is the one profession that students
have the ability to watch firsthand for a 13 year period in the United States. Does this
observation time accurately portray the work of the teachers? Can a 15 year old
adolescent realize the essence of teaching by sitting on the receiving side of instruction?
Perhaps not; therefore, educational components must be included in all recruitment
programs, especially those programs that are trying to recruit racially, culturally, and
linguistically diverse students into the field of teaching.
Without the belief that individuals can and will change, recruitment programs
would find themselves relying entirely on career assessment tools that match
individuals’ personalities to specific careers. Recruitment programs would rely on the
assessments and would spend no time at all on such long-term investment strategies
such as “Tomorrow’s Teachers Clubs” for middle school children, or “Scientists of the
21sl Century” clubs for sixth grade girls.

Implications of Career Development Theory on this Research

The theories outlined above form a critical foundation for examining recruitment
models because of the complexity of human nature. As this research unfolds, it is
important to employ this framework as a guide, and it leads to critical questions around
what motivates individuals. One must consider the recruitment strategies without a loss
of attention to the various intrinsic and extrinsic motivators suggested in career
development theory. For example, considering the work of Krumboltz and Savickas, is
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the work of teachers truly understood by those we want to enter the profession? The
basic work of Parsons should also be considered as he wrote about understanding the
job itself and the skills required for success. Understanding the skills required and the
nuances of a chosen profession is essential if individuals are to make wise choices. The
understanding should also include a sound perception and knowledge of the reward
system, especially salary and other benefits of a career. If this is not the case, how can
recruitment models be effective? They must be developed in such a way so that a
shaping of ‘learning experiences” becomes a vital component.
Successful models, it seems, must not only focus on rewards, incentives, and
other factors that might only make it a possibility for a candidate to enter a specific
profession, in this case, teaching. Do models provide any assistance in helping to
develop and shape the understandings that individuals hold about the field of teaching,
and the skill set that is required to become a successful teacher? This seems particularly
important given the relatively low monetary and other extrinsic rewards that lie ahead
for those entering teaching.
This research will examine, through a review of literature and interviews with
potential teaching candidates, the various teacher recruitment models currently being
used and the possible development of another model which sits on a sound career
development framework. Key questions include: Do models reflect the worldview of
Latinos/Latinas, acknowledging that their worldview may not reflect that of
mainstream, white, middle class Americans? Which models and data seem to indicate
something more than extrinsic factors such as monetary incentive and financial gain?
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This conceptual framework posits that recruitment models must address the vital
role that teachers play in American society, and throughout the world. As recruitment
models are developed, how can the models allow for more than a cognitive or "in the
head'’ approach to individuals and their potential for change? As recruitment models
are developed and reach further into the K-12 schools, through vehicles such as
‘Tomorrows Teachers Clubs,’' are the models built to allow for change, so that
individuals who might think they like teaching, but perhaps do not possess the right
types of skills to be an effective teacher, come to this realization? Not everyone can be
an effective teacher; therefore, a larger question remains: can an individual change,
either through his/her own will and/or with the help of teacher educators, in a way that
he/she becomes the best possible teacher? Simply because an individual wants to
become a teacher does not necessarily mean that he or she should definitely be able to
become a teacher. The same would also apply to those who wish to become medical
doctors - should these individuals be permitted to become licensed physicians simply
because that is their choice?
In conducting the literature review on teacher recruitment strategies geared
toward the recruitment of teachers of color, programs and strategies were examined in
light of career development theory, and in the literature review that follows, one will
notice the degree to which programs allow for individual change and growth.
It is important to consider this conceptual framework, especially when looking
at how programs recruit students of color, because students of color very often lack
"own-race" role models during their kindergarten through high school years. Which
programs have attended to this reality? Moreover, which programs have been designed
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to '‘overcome" the lack of own-race role models who may possess more ability (than
their “white" counterparts) to positively influence and change the beliefs and attitudes
of public school students of color and also those students of color already enrolled in
higher education degree programs?
In the literature review that follows, diversity recruitment programs and
strategies are outlined. However, the reader is challenged to consider these recruitment
programs in light of the preceding conceptual framework for career development and
occupational choice. Are these recruitment programs grounded in a conceptual
framework that can sustain them and lead to successful recruiting efforts? Are they
geared toward understanding the individual and assisting the individual in
understanding the career of teaching?
In examining the past and present recruitment strategies and programs, it is
interesting to note the degree to which these programs fit into this conceptual
framework for how individuals make career choices and progress on a career
development path as they grow and mature. Data from the various recruitment
strategies and programs seems to suggest that many of the programs consider only the
individual but not the actual “career of teaching” in terms of how the work and life of a
teacher is explained to individuals who have not decided on a career path. In the
occupational choice and career development theory there are two distinct components the individual and the career itself. How are recruitment models addressing both? It
appears that extrinsic motivators aimed at the individual are the most common
characteristics of recruitment programs, in the form of financial aid awards for
preparation and obtaining appropriate licensure as a teacher; scholarships; and
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employment guarantees with some loan reimbursement programs, to name a few.
However, the career of teaching - that is, the rewarding and challenging work of
teachers - does not appear to be clearly defined and explained so that individuals are
fully aw'are of teaching as a viable career option. Certainly, many individuals,
regardless of race or ethnicity, may choose not to pursue teaching because of the
relatively low salary and the reality that an individual ‘'will not get rich" after a thirty
year teaching career. However, individuals can lead a rewarding, ‘'good" life and enjoy
a nice retirement after a full career as a teacher. Is this reality understood?
For example, many programs are “incentive-based" and appear to be based on
an assumption that extrinsic motivators will attract specific individuals to choose
teaching as their career path. In some specific programs, as with programs designed to
fully educate and license paraprofessionals who are often in a different life-stage and
developmental place, the career of teaching and the daily work of teachers is already a
“known" factor to these individuals. Therefore, the extrinsic motivators are a wellreceived "extra" that provide an opportunity for many to obtain an education that may
not have otherwise been available to them.
In other programs, however, such as state-sponsored loan reimbursement
programs, the real work and daily realities of teachers are generally not made explicit.
Recruitment efforts should go beyond the extrinsic (but not necessarily to the exclusion
of the extrinsic) and provide individuals the opportunity to understand the labor
involved with teaching, the market for teachers, and the type of life that awaits them if
they choose to pursue a career in teaching. Often, we see the white, middle class
women pursuing careers in teaching because they have learned that it is possible to
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enjoy a “good life” while raising a family on a parallel schedule to their children. These
individuals have generally not had to face many of the “-isms” that society can throw at
individuals of color - racism, classism. Sexism may have affected them, but not
necessarily in a way that shut them out of a viable career option as a teacher.
Students of color, on the other hand, often do not have teachers of color as role
models, and they are often faced with the racism, stereotype threat, and lower
expectations simply because of the way they look.
The conceptual framework for this research, as outlined in the continuum on
page 18 and the flow model on page 20, is based on the assumption that individuals can
and may change based on their learning experiences, which would include the
influences of a carefully constructed recruitment program.
Another question remains: To what degree are middle and high school students
developmentally ready to understand such long-term career planning factors that would
enable them to see teaching as a viable career? It seems that many college-age students,
regardless of race or ethnicity, from my professional experience as an Undergraduate
Advisor at a major university, often view teaching as a “plan B” or fall-back plan if
another option does not pan out. Are these students the individuals that we want to
enter the classroom and teach our children?
To conclude this section of the literature review, a quote from British sociologist
Phil Hodkinson helps to summarize: “The various elements that make up this model of
careership cannot be separated except as an analytical device. Everything takes place
within a macro-context which has social, political, economic, cultural, geographical and
historical dimensions. Within this is the field, with its interactions, power struggles,
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alliances and negotiations, where the rules of the game are determined by those
interactions together with the formal regulations” (p. 41, 1997). At the state level, the
current policy-making efforts that call for and authorize incentive-based recruitment
strategies appear to be primarily focused on the “individual only” and an individual’s
freedom to choose a career path, in terms of how the incentives and attractors to various
careers are implemented.

This conceptual framework includes a comprehensive look at

the various career choice theories and attempts to go beyond the more psychological
approaches to encompass sociological factors, too.

A Specific Need for Teachers of Color: Changing School Demographics

“The achievement gap among our student subgroups is very real and challenging for
most of our nation’s school districts. This is especially true in districts serving the
nation's fastest-growing population: Latino school-age youngsters. The key to serving
these students well is twofold: More bilingual teachers and administrators and a more
inclusive and challenging curriculum. These two basic strategies can positively affect
the teaching and learning of Latino children in addressing the linguistic diversity and
competencies of English language learners” (Elizondo, F., 2005, p. 1).
Fernando Elizondo, quoted above, spent thirty-eight years as an educator in
California, many spent as a school superintendent. His experience and expertise have
led him to echo the words of other educational leaders regarding the need for more
teachers of color, specifically bilingual and Latino teachers. Other researchers, such as
Hanushek, cite specific statistics that highlight other differences between White
students and minority students. For instance, in 2002, high school graduation rates for
white students stood at 71 percent, while the rate for Latino students was 60 percent.
Onl\ 16 peicent ol Latinos graduating in 2003 were eligible for admission to California
State University, compared with 34 percent of white students (Hanushek, 2005).
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Former Secretary of Education Richard Riley cited the need for schools to hire
teachers of color because “children need role models - they need to see themselves in
the faces of their teachers"- in short, he highlighted the issue of declining numbers of
minority teachers (2000). With the population in schools rapidly changing, the “white"
majority may become the minority. It is rare that students of color have a teacher
whose background matches their own. Exacerbating the problem is the fact that the
percentage of white teachers continues to increase, and fewer minorities are considering
educational/teaching careers. In 1999, the American Association of Colleges for
Teacher Education (AACTE) predicted that by 2004 the percentage of minority teachers
was expected to decrease, and the student population that these teachers would serve
would become increasingly more diverse. Minority students now compose nearly 40%
of the elementary and secondary school-age population (NCES, 2004; AACTE, 1999).
According to the U.S. Department of Commerce, U.S. Bureau of the Census (1998)
about 13.5 percent of teachers in United States schools are non-white. It does not
appear that the imbalance of representation of teachers of color will be adjusted to
match the school population anytime soon. Latino/a students (identified as Hispanic in
census data) make up 14.3 percent of the student population - with concentrations much
higher in certain states and urban areas. Yet only 4.2 percent of teachers are identified
as Latino. African-American students constitute 16.7 percent of the student population,
again with higher percentages in certain states and urban areas, but only 7.4 percent of
the teachers are reported as African-American (U.S. Census Bureau, 1998).
In 1999, the number of students enrolled in elementary and high school reached
49 million, equaling the record-high set in 1970. Although the total school enrollment
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figures of 1999 and 1970 are nearly identical, there is a significant difference in the
composition of the population. In 1970, 79% of the 49 million students were White
non-Hispanic; 14 percent Black. 6 percent were Hispanic, and the remaining 1 percent
was composed of Asian and Pacific Islander and other races. In 1999, 64 percent were
White non-Hispanic, 16 percent Black, 15 percent Hispanic, and 5 percent Asian and
Pacific Islander and other races (Jameison, Curry, & Martinez, 2001). Table 2.1 below
helps to illustrate this demographic shift.
Race/ethnicity

1970

1999

White

79%

64%

Black

14%

16%

Hispanic/Latino

6%

15%

Asian/Pacific Islander and other races

1%

5%

~49 million

~49 million

Total U.S. School Enrollment

Table 2.1: Total School Enrollment (Source: NCES, 2003)
In 1987, Martin Haberman projected that by the year 2000 only 5 percent of all
college graduates will be from ethnic minorities. The most recent figures indicate that,
fortunately, his prediction was incorrect. In 1998. approximately 20% of all Bachelor’s
degrees were awarded to minority students (NCES, 2000). Of the 105,968 Bachelor’s
degrees in Education in 1998, approximately 14% of these degrees were earned by
minority students. However, as Haberman noted, even if every minority student from
this group went into teaching, minorities would still be underrepresented in the public
school teaching force. The numbers today show improvement, but there is still much to
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be done, especially when one examines the urban school population and the
composition of the urban schools’ teaching force.
The Urban Teacher Challenge report provides some interesting facts on the
challenges of urban schools (39 Great City Schools provided information for this report,
including New York City, Los Angeles, Philadelphia, and Atlanta):

1998-1999 Enrollment Figures for the Great City Schools
40% African-American
30% Hispanic
21% White
6.4% Asian-Pacific Islander
0.6% Alaskan/Native American
6.5 million - Total Students

Nearly three-quarters of the Great City Schools indicated an immediate need for
teachers of color (only 2 reporting schools, out of many schools in these large urban
districts, said that they had no need for teachers of color) (Recruiting New Teachers,
2000). Of the Great City School districts that responded to the survey, only 3 percent of
the teachers are from minority groups, whereas students of color comprise 69 percent of
the school population (Recruiting New Teachers, 2000).
According to the American Association of Colleges for Teacher Education
(1999), recruiting and retaining teachers remains more of an issue for urban and lowincome schools. As the population of minority student enrollment rises, and the number
of teachers of color declines, the problem is magnified. The significance of teachers as
role models has been argued for some time, especially when the teacher shares the same
cultural background as the students (Middleton, Mason, Stilwell, & Parker, 1988, as
cited in Stoddart & Floden, 1996). The benefits of recruiting and retaining minority
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teachers has been cited in much research (Darling-Hammond, 2001; Jorgenson, 2001;
Gordon, 2000; Rettig, 1998; Stoddart, 1993; Greer, 1989; Garibaldi, 1989).
There is a need to recruit and hire teachers that reflect the diversity of the
student population. Some research has indicated that “majority” teachers often perceive
academic capabilities of minority and white students in different ways, and not
necessarily better ways (Ferguson, 1998). Denn suggests that teachers of color are less
likely to place students of color into special education or lower level tracks, and less
likely to suspend students of color (2002). Salinas theorizes that the high dropout rate
among minority students may be attributed to the low percentage of minority teachers in
public schools (2002). Generally speaking, it has been suggested that racially and
ethnically diverse teachers can serve as role models, encourage better student academic
achievement, understand cultural differences, and assist with breaking down students’
stereotypes (Salinas, 2002). However, according to Gursky (2002), 85 percent of the
candidates in teacher preparation programs are white females.

Latino Population Growth and the Need for Teachers
Demographic data from the 2000 Census reports that the Latino/Hispanic
population has grown by nearly 60 percent since 1990, and it continues to grow rapidly.
One simple Internet search will yield many statements regarding Latino/a student
achievement, the Latino/a dropout rate, and the low' percentage of Latino/a teachers
woiking in U.S. public schools. The following are only a few examples, from an
Internet search, which are indicative of a widespread call for teachers of color,
especially Latino/a teachers:
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"A huge number of Hispanic kids don’t graduate from high school," said Else Hamayan.
director of the Illinois Resource Center in Des Plaines. "They're not finding role models
in the education community. They're not getting the right kind of instruction."
"Probably the biggest challenge we have is recruiting Hispanic teachers," said Brian
Husted. District 300's assistant superintendent for personnel. "There is simply not an
adequate supply."
“Just 3.4 percent of teachers in District 300 schools are Hispanic. Yet, the district’s
Hispanic student population is 20.6 percent,” according to school report card data
released last week by state school officials.
"The African-American community and the Hispanic community have a lot of the same
issues," said Mrs. Moore, who was invited to the meeting by Mr. Velasquez. "We have
many commonalities. We’re poor, and our children are being taught by people who
don’t look like us. We have to work with the people who are working with our kids."
“Toledo Public Schools are in need of more Hispanic teachers, and administrators and a
more diverse curriculum to help Latino students succeed at a higher rate, a study done
by the University of Toledo's Urban Affairs Center says.”
“Today, about 18 percent of Sunnyside’s teachers are Hispanic. But it’s a small number
when compared with Sunnyside’s Hispanic enrollment, which climbed to 79 percent last
year. ... The shifting demographics have caused alarm, especially when state test scores
for Hispanics as a group continue to place last.”

These statements come from newspaper headlines and research articles that result from
simple internet “Google” searches. Demographic trends indicate that this discrepancy is
only going to grow if nothing is done to improve the opportunities for Latino/a students.
The following recommendation comes from a recent Presidential advisory report:
“Reinforce a high-quality teaching profession by more fully preparing all teachers to
address the diverse needs of their students, including Hispanics, those with disabilities
and those with limited English proficiency, by attracting more Hispanics to the
teaching profession, and by providing incentives and compensation for successful
performance as evidenced by improved student achievement. Launch a national study
of the curricula, practica, student teaching experiences and the models used to integrate
these preparation formats employed by colleges of education to prepare educators for
reading instruction of diverse children” (President’s Advisory Commission on
Educational Excellence for Hispanic Americans, 2003).
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Clearly, there has been a call for minority teachers, and Latino/a teachers in particular.
But what benefit might these teachers provide?

Benefits Provided bv Teachers of Color
4/

As stated earlier, teachers of color can become important role models for the
children in our diverse schools. Simply seeing teachers who look like themselves can
be vital for minority schoolchildren. Moreover, as role models, teachers of color have
an opportunity to positively affect the achievement of all students. According to a study
conducted by Meier, Wrinkle, and Polinard (1999), achievement gains for all students
can be realized when minority teachers are in classrooms. That is, their research cites
achievement gains for minority students and White students. Their research suggests
that minority student gains will not come at the expense of gains for White students.
Three critical points are important to consider when looking at the implications of this
research:
♦

Their study used a large sample over a five-year period.

♦

The term ‘'representative bureaucracy” essentially means that teachers of color
can enhance achievement of all students, not just students with whom they share
a racial or ethnic background.

♦

Both Anglo and minority students saw increased achievement as a result of
having minority teachers.
Another study by Thomas Dee (2001), in which he used public school

achievement data in Tennessee, indicated that "...a one-year assignment to an own-race
teacher significantly increased the math and reading achievement of both black and
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white students hy roughly three to four percentile points” (p. 1). While Dee's research
is important and provides another rationale for recruiting teachers of color, there are
some limitations on Dee's work. First, the results cannot be generalized beyond
Tennessee.

Second, there is no accounting for the long-term effects of own-race

teachers on long-term student outcomes such as educational attainment. Also, Dee did
not identify which mechanisms might actually influence achievement. Nevertheless,
the fact that student achievement across sub-groups did not decrease is very important.
It is also critically important not to over-interpret the results, as they could narrowly be
interpreted to suggest increased racial segregation.

Three Specific Barriers to Entering the Field of Teaching

There are many often-cited barriers to entering the field of education. Three of
those barriers appear to be particularly relevant when it comes to attracting and
preparing students of color for teaching careers.
The first barrier is simply access to higher education for minority candidates.
One disturbing statistic regarding Latino/as is this: Latinos (males) are the only student
ethnic/gender group whose post-secondary attainment rate declined from 1990 to 2000,
according to the U.S. Census. This fact, coupled with high dropout rates from high
school for Latinos, is troublesome. One cannot prepare Latinos for the field of teaching
if Latino candidates do not enter, for whatever reason, the higher education pipeline.
The issue of kindergarten through high school preparation must be re-evaluated and
addressed.
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The second hairier is financial means to afford a college education. Even when
students have met the academic requirements for higher education, they may not have
the financial means to support themselves through the college years. Additionally,
these students may not have the necessary knowledge to pursue and obtain the available
financial aid to assist them. This continues to be problematic.
A third barrier, teacher testing, is a reality in almost every state now. English
language learners often have special difficulties with literacy portions of required state
teacher tests, even when these candidates do, indeed, know the content knowledge in
their field. Although comprehensive national data are not readily available, there are
some indications that there is a performance gap between whites, African-Americans,
and Latino/as on the Praxis teacher examination. Results from Praxis illustrate the
difference in pass rates. Between 1994 and 1997, 77 percent of Latino/a students
passed the Praxis I test, which is a test of basic skills. Eighty-seven percent of whites
students and 53 percent of African Americans passed during this three year period. On
the Praxis II tests, which are tests of content and pedagogical knowledge, 92 percent of
whites passed during the 3-year period, compared with 65 percent of African Americans
and 46 percent of Hispanics (National Research Council, 2001). The proportion of
candidates who passed may include students who did not pass on a first attempt, but
then succeeded on a later try (National Research Council, 2001). The data on teacher
test performance by race, as stated above, is not readily available. One complicating
tactor is that a national test for teacher licensure does not exist. Each state may choose
to use its own state examination, while other states may share the same test (this is true
of the Praxis exams, which are used in several states).
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The intent of this research is to contribute to the literature on recruitment and
retention of Latino/a teachers (and other culturally and linguistically diverse teachers)
by identifying specific factors that will assist educator preparation programs as they
strive to diversify their programs. Previous research has focused on general
recommendations, most of which are beyond the scope of what educator preparation
programs can provide. For instance, educator preparation programs cannot directly
affect the salary scales in public schools. Nor can educator preparation programs
directly affect (especially in the short-term) the educational achievement of culturally
and linguistically diverse students in the K-12 public schools. Other research
recommendations have focused on ''increasing financial aid options” for minority
students - educator preparation programs may be able to play a role in this - however, it
is not clear what that role might be.

Other Factors at Work?

Institutional racism may be another factor that impacts the diversity on college
campuses and in the public school teaching force. David Wellman, as cited in Tatum,
defines racism as a '‘system of advantage based on race” (p. 7, 1997). Students of color
often struggle to succeed in the institution, and it has been suggested that some public
school systems are racist institutions that do not necessarily serve minority populations.
In turn, why would students of color want to return to work in that type of environment?

Tatum (1997) wrote extensively about her own experiences as a college student
of color and how during certain phases of her life she saw white people as “simply
irrelevant” (p. 76). When undergraduate students are consistently advised by white
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people, the same sentiments may often be shared. For example, three of the interview
participants in the pilot study leading up to this project mentioned that having advisors
with whom they could relate would be helpful. One minority participant stated: “It
would be nice if we could see some faces that look like ours when we go for advice or
information about our classes or career options’' (pilot study interview data). It is
interesting to consider participant data such as this while examining another quote from
Tatum:

“Many students of color enter college during a stage in their racial identity
development characterized by a strong desire to surround oneself with symbols of one's
racial identity. They may actively seek out opportunities to learn about [their] own
history and culture with the support of same-race peers. In this stage, students may be
unlearning the internalized stereotypes...and...redefining a positive sense of self, based
on an affirmation of [their] racial group identity. This process helps students of color to
withstand the stresses of life on a predominantly white campus and be self-confident
enough to interact productively with fellow students of other racial backgrounds” (p.
76).

Many questions arise when considering Tatum’s work on racial identity development
and the daily work on college campuses. For instance, how do academic departments
conceptualize this notion, and do they take it seriously during the hiring of new faculty
and staff? Does this research inform discussions around the meaning and value of
diversity at an institution ? Any discussion of minority recruitment plans should include
a full scope of plans that include support and retention capabilities. With knowledge of
minority student experiences on mostly white campuses, programs can consider ways of
building communities of support for all students, but especially for students of color
who have been recruited into a particular program.

A second factor at work may be what Daniel Lortie wrote about in
Schoolteacher: A Sociological Study (1975) in which he described a phenomenon
called the “apprenticeship of observation.” Essentially, he noted that:
“Teaching is unusual in that those who decide to enter it have had exceptional
opportunity to observe members of the occupation at work; unlike most occupations
today, the activities of teachers are not shielded from youngsters. Teachers-to-be
underestimate the difficulties involved, but this supports the contention that those
planning to teach form definite ideas about the nature of the role” (p. 67).
Regardless of how one interprets the above information, it is clear that work of teachers
can be observed in a very close and unique way by students - unlike any other
occupation. While Lortie was looking at current teachers who had underestimated the
difficulties involved, it may also be that many students who do not choose to enter the
profession overestimate the difficulties and special challenges of the work, or they may
underestimate their own abilities. In any case, students' apprenticeships of observation
may lead them to the conclusion that that teaching is not for them for any number of
reasons.

Teacher Recruitment and Retention: Generally Speaking
Rettig and Khodavandi (1998) noted that recruitment and retention efforts must
overcome several factors, and their work validated what Ginsberg, et al., noted in 1987.
Ginsberg et al. identified five stressors that cause students, regardless of their racial or
etnic background, not to enter teaching and cause practicing teachers to leave the
profession. The Ginsberg study is cited in some detail because it was a sound research
project in methodology and scope, and it appears that the findings have withstood the
test of time. Ginsberg et al. stated:
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“The purpose of this paper is to emphasize an aspect of teaching only briefly touched
upon in other commission reports. We believe it is so central to improving classroom
performance that unless it becomes an integral part of current reform agendas, all other
well-intended improvements are doomed to failure. We are referring to the working
conditions teachers are exposed to. especially in the urban districts" (1987, p. 2-3).
“The purpose of the study was to gather information about working conditions in order
to better understand the causes of teacher stress. Given the fact that research on stress
suggests that is causes a variety of negative consequences related to teacher
performance and productivity, and examination of underlying conditions affecting stress
is particularly relevant for current reform debates” (1987, p. 5).
Ginsberg and his colleagues conducted a multi-site analysis of six schools, with three
schools in one large midwestern city and three others in a large northeastern city. The
six case studies utilized ethnographic techniques such as observations, interviews,
analysis of documents, and quantitative measures given in each school. The design and
methodology for this study were sound, and the results are valid. The key findings are
the stressors that can cause dissatisfaction, poor performance, and early exit from the
field of teaching. The stressors also can inhibit recruitment efforts. Those key
stresssors are:
1.

School governance and leadership: This referred to unhappiness or
dissatisfaction with upper-level administration and the building principal. The
teachers perceived their concerns to be unacknowledged by the administration.
This finding was identified in each of the six schools.

2.

School budgets (cuts in supplies, materials, and support staff): This finding was
also identified in all six schools.

3.

School security (physical assaults; vandalism; low job security; little upward
mobility): This finding was identified in five of the six schools, and it refers to
physical safety as well as job security. The worries about job security were
related to budgetary concerns, as noted above.

4.

Student issues (teachers face physical violence and disrespect from students, as
well as poor achievement and negative attitudes): These stressors were
identified in the high schools. The student issues ranged from personal security
concerns to concerns about the low academic ability of students.
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5.

Staff relations: Many teachers have only limited opportunities for professional
and social interaction with colleagues, and in three of the six schools, the
teachers simply “co-existed*' with one another and had little interaction
professionally or socially.

Furthermore, Ginsberg et al. identified two important themes characterizing working
conditions for teachers, the “no respect syndrome*’ and “barriers to teaching” (pp. 1920). Most teachers indicated that the stressors added to their belief that they did not
receive respect and the feeling that they were “held in low-esteem by students, parents,
administrators, and the general public” (p. 19). As for the barriers to teaching theme, in
all six schools, teachers overwhelming felt that bureaucracy and other pressures related
to the stressors became barriers to teaching; that is, while they all were trained to teach,
these stressors impinged on their ability to teach to their potential.
Rettig and Khodavandi stated that “when teaching is compared to other whitecollar professions, low salaries, poor working conditions, and high entrance standards
argue for choosing other careers for those students who are capable and successful” (p.
17). This same finding has appeared in many research projects, some dating back
nearly twenty years (Wilson & Justiz, 1988; Middleton et al. 1988). Rettig and
Khodavandi also described the changing demographics, cited reasons minority teachers
are needed, and reasons for the decline in minority teachers - that is, minority students
lack role models; they notice teachers’ satisfaction or dissatisfaction regarding their
daily work; poor working conditions; and low status of the profession (1998).
What are some other reasons that justify recruiting minorities into teaching?
“Many minority youth also suffer from a school curriculum that does not match their
experience - a curriculum might be altered were more minority teachers present to
better represent the needs of minority youth,” and their own schooling reflects a “lack
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of relevance of curriculum" (Wilson & Justiz 1988, p. 14). This then has the possible
effect of hampering the minority students' abilities to be prepared for the rigors of
higher education. Therefore, as a large scale recommendation, it appears that systemic
change would be necessary in order for a curricular shift to occur.
Also, Rettig and Khodavandi recommended the development of public school
and higher education partnerships, coordinated in such a way that the public schools
could offer jobs to minority candidates immediately upon completion of teacher
preparation programs (1998). Another initiative would also involve collaboration
between higher education and K-12 partners to tackle the issue of low numbers of
students entering the teacher preparation programs. Daughtry (1989) recommended
focused efforts in the partnership that would include counseling about financing
college; tackling academic work; and dealing with personal issues so that higher
education can become a reality for minority students.
There are many resources that recommend strategies for recruiting and retaining
teachers - regardless of the teacher’s backgrounds, race, or ethnicity. Bracy and Molnar
(2003) developed a summary of how Schools and Colleges of Education may be able to
assist with this issue. In the area of teacher recruitment, they offered three suggestions
that should be noted by Schools and Colleges of Education. First, there is always the
point that salaries offered to teachers just do not match up to salaries that the educated
people want and/or need. Bracy and Molnar state that colleges of education should be
strong and consistent advocates for adequate teacher salaries. In addition, colleges of
education in four-year institutions of higher education should try to develop
collaborative programs with community colleges to recruit new teachers. Community
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colleges continue to train and educate an increasing proportion of teachers, and their
enrollments are often racially and ethnically diverse. The four-year institutions, on the
other hand, have a certain type of expertise and connections not generally found in the
community college environment. The benefits of such partnerships would be shared
equally. Educator preparation programs should also carefully consider the development
of programs that expose middle and high school students to careers as teachers, and
when possible, encourage these students to pursue a college program for teacher
preparation. “Tomorrow’s Teachers Clubs” have been developed in many places, but
their long-term effect on the teaching pool is unclear. Longitudinal work must be done
in this area to determine the effectiveness, especially from a policy perspective.
In the area of educator preparation and retention of teachers, Bracy and Molnar
(2003) made several suggestions. First, training programs should reflect the complexity
that suiTounds the concept of teacher quality. Much research indicates that “teaching
cannot be reduced to a few indicators of quality that transcend all situational variation”
(p. 3). Preparation programs should try to establish programs that will ease the
transition from the university lecture hall to the classroom. Such programs might well
include beginning teacher induction programs that match new teachers with experienced
teachers. Finally, in collaboration with school districts, colleges of education should
work to develop programs to improve the retention of existing teachers. Reducing
turnover of existing teachers would greatly reduce the difficulties in finding new
teachers. This could be the single most effective method of reducing recruitment needs,
whether for critical shortage areas such as math or science, or for teachers of color.
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The research base that scientifically proves the success of various recruitment
strategies does not exist. However, there are some suggestions based on correlations
and expert opinion. Gederman (2001) and Ng (2003) suggest promising strategies for
collaboration based on reviews of programs, and they call for the idea of recruiting
potential teaching candidates through partnerships. They both stress the need for
establishing articulation agreements between two- and four-year colleges and/or
universities in order to fund recruitment efforts and instructional programs. Gederman
(2001) reported that more than 21% of all teachers began at the community college
level. According to Haskelhorn (2000), 54% of the community college presidents and
deans reported that they had teacher preparation programs. Since minority students
compose approximately 30% of community college enrollment across the nation, and
50% in some urban and rural areas where there is a greater need for teachers of color
(Torres, et al., 2004), it is important for partnerships and articulation agreements
between two- and four-year colleges to be built and sustained.
Ng (2003), Gederman (2001), and Clewell & Villegas (1998) propose building
and sustaining communication and collaboration between and among public school
districts, secondary schools, community colleges, and universities. The communication
would be established around clear goals and roles for collaborative program
development.

Recruitment of Teachers of Color: General Recommendations
In 1988, Donnelly summarized literature on recruitment of minorities into
teaching. She cited ten programs, which were recommended by the American

Association of Colleges for Teacher Education, for recruiting and developing minority
teachers:

(1) A national scholarship program for minority students who enter teaching.
(2) state scholarship programs,
(3) targeted high school work-study programs.
(4) targeted college work-study programs,
(5) a program stressing the need for better articulation between two-year and four-year
institutions,
(6) assistantships and grants programs.
(7) loan repayment incentive programs,
(8) support programs for reentry and career changes,
(9) special support programs for minorities accepting teaching jobs in ethnically diverse
communities, and
(10) an institutional grant program to research teacher evaluation models for minority
teachers.
Seven of the above recommendations (numbers 1-4 and 6-8) are purely incentive-based,
extrinsic motivators that may in fact be necessary. However, according to the
conceptual framework for this research and the data that illustrates the continued lack of
teachers of color, these are not enough. Recommendation number five is important and
articulation agreements should be developed, and those already in existence should be
evaluated and modified as necessary.

It does appear that, since 1988, we have continued to learn more about
recruitment strategies and other factors that must be addressed in order to attract and
retain more minority teachers. The research of June Gordon, who has written

46

extensively about recruiting and preparing teachers of color, has informed much of the
research done on recruitment and preparation of teachers of color. Gordon's
recommendations for recruiting minority teachers differ from those used by various
state departments and private recruiting agencies in that they appear to go below the
surface of the issue of why students of color do not choose teaching careers. A brief
summation of Gordon’s research includes the following recommendations for recruiting
students of color:

•
•
•
•
•
•
•
•
•

Improve school education (K-12) of students of color
Improve the image of teachers
Encourage students
Involve parents
Stress the importance of teaching
Provide early teaching-like experiences and bring in role models
Recruit in the community
Enhance financial aid options
Increase salary of teachers (Gordon, 2000)

It is important to notice that “salary” is at the bottom of the list. Gordon noted that
income had lost its significance during her interviews. While respondents often led
with “income" as a primary motivator/attractor, they quickly shifted to other more
complex variables that affect minority motivation to enter teaching.
Improving the public image of teachers is high on Gordon’s list. It may be more
critical now than ever before to market the teaching profession more aggressively. This
is highlighted by the words of a current teacher as the topic of retaining teachers is
discussed:

It s obviously a no-status career when Laura Bush goes on TV to recruit

the best and brightest to teaching for two years. The implication is that, after two years,
these people will have done their public service and can now go on to real jobs that pay
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decent wages. The other implication is that currently the best and brightest don't
choose teaching - that's insulting" (Tye & O'Brien, 2002). Teachers are often
portrayed in a negative light in the popular media. What can be done to erase the
negative images of the teaching profession? Why is teaching the “fall back" plan for so
many? Is it possible to shift the mindset of outstanding science and math students who,
when they realize that for some reason they don't want to be a medical doctor, decide
that teaching as Plan B is a possibility? Can the status of teachers be changed so that a
career in teaching is Plan A?
Gordon recommended increasing the quality of schooling (K-12) experiences
for students of color. Preparation for teaching typically requires a candidate to
complete a Bachelor’s degree, including teacher preparation. Therefore, the K-12
schooling and achievement of Latino/a students must be sufficient for Latino/a students
to have access to and the ability to succeed in higher education. This may require more
resources (monetary or otherwise) at the K-12 levels. Additionally, institutions of
higher education must continue to actively recruit students of color. Educator
preparation programs may be able to play a more active role in this area. Perhaps more
than anything else, in order to increase the number of teachers of color, there must be a
stable force in place that can focus on this issue. On the higher education campuses,
this may mean an office devoted to advertising, advising, educating, supporting, and
preparing teachers of color. If diversity is to be taken seriously then this issue must be
addressed.
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Specific Models for Recruiting Latino/a and Minority Teachers
There are variations on recruitment models across the United States today. The
final section of this literature review will focus on three specific models: the L2MTP
model, the Pathways to Teaching Careers Program, and the SCOPE program. These
three models have been selected for two reasons. First, they appear to be models that
have had some success in their goal to attract Latino/a and other teachers of color.
Second, their structure is such that they connect to the conceptual framework of this
research in a meaningful way. That is, the career of teaching is understood by the
participants. In the first two models, the candidates are already working in schools as
paraprofessionals and have already developed an understanding of the career. In the
third model, there are explicit efforts to help high school students understand the nature
of teaching and education through field experiences.
The first model worthy of close examination and replication is run by the
University of Southern California (USC), which began as the Latino Teacher Project
(Genzuk. 1998). It appears to be one the most effective and sustained models in the
country, and this will be illustrated in the following pages.
USC collaborated with the Los Angeles Unified School District and other
teacher education institutions and labor organizations to prepare Latino/a
paraprofessionals for teaching positions. The name changed to the L2MTP (Latino
and Language Minority Teacher Project), and it has now been operational for
approximately 13 years. Original funding for this program was provided by the Ford
Foundation, and the United States Department of Education Office for English
Language Acquisition (OELA) provided additional funding.
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The L2MTP project was designed to tap into the large pool of bilingual
paraeducators across the state of California, which has its own particular challenges
with regard to diversity in the teaching force. For example, over 64 percent of
California students come from minority backgrounds - therefore, these students are now
a ■‘majority,” with language minority students accounting for 25% (1.55 million) of the
state total student body. Approximately 84 percent of the language minority student
population is Latino/a (1.3 million students) in the state, and 81 percent of the student
population in Los Angeles is racially/ethnically from a group other than white, with 60
percent Latino/a (Baca, 2003).
By contrast, the diversity of California's teaching force has not kept pace with
student population. The student population in California is illustrated in Table 2.2
below:
Race/Ethnicity

Percentage

Latino

43%

Number in
Millions
2.6

White

36%

2.1

African-American

8%

0.5

Asian

8%

0.5

Other

-5%

Table 2.2: California Student Population (Source: Baca, 2003)
However, across California, 74 percent of the teachers are white, and of those preparing
to teach, 71 percent are white. In Los Angeles, white teachers are still the majority
(58%), while Latino/a teachers comprise 22% of the teaching force - and as noted
above. 60 percent of the student population in Los Angeles is Latino/a. Minority
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teacher recruitment has become a high priority in California, and this is the primary
reason for the L2MTF project (Baca, 2003).
Projections in California indicate that the state needs to have approximately
20.000 bilingual teachers, the majority of these bilingual teachers being Latino/a. There
are currently about 23,000 paraeducators in California, and studies have shown that
approximately 50 percent of pareducators have goals of becoming teachers (Baca,
2003). The primary objective of the L2MTP project is to increase the number of
Latino/as and language minority teachers in the teaching profession by creating career
pathways for paraprofessionals. The primary strategy is to provide support and
assistance, financially, socially and academically to promising paraeducators to enable
them to successfully complete a teacher education program and become successful
bilingual teachers (Baca & Genzuk, 2003). According to Baca (2003), there is a
pressing need to recruit potential candidates from the pool of Latino and language
minority paraeducators. These candidates often have ideal attributes required to be
successful teachers of Latino and language minority students. That is, they are ‘‘from
the same ethnic minority communities; familiar with students’ background, beliefs and
values; many are native speakers of languages other than English; and many have
personal insight into experience of learning English” (p. 12). The key features of the
L2MTP program are described below:
•

Incentives and Accommodations
o

Scholarships and loans (with loan forgiveness)

o

Coverage of and support for cost of books

o

Fee waivers

51

o
•

Stipends to help with salary replacement

Flexible Scheduling
o

Evening classes

o

Weekend classes

o

Summer term classes

•

Support for meeting state requirements (test preparation workshops)

•

Preference and Priority in Hiring

Scholarships for this program are paid twice per year, and students can use the money
for non-academic expenses, such as childcare, if necessary. Students must maintain a
minimum of 2.75 grade point average and complete 20 semester hours of course work
annually to maintain eligibility for their scholarships. This scholarship money is also
used as an incentive to encourage students to meet with advisors, mentors, and to attend
other program activities. By way of a private donation, the special Helen of Troy
scholarship was made available to paraeducators in this program. It should also be
noted that there appears to be a special collaborative understanding and systemic effort
put into the financial needs of this program:
“Consortium partners constantly seek financial sponsorship for participants from
individuals, professional organizations, corporations, and the private sector, as well as
financial assistance made available by alumni and other support groups at participating
institutions. For those paraeducators who attend school on a full-time basis (a minimum
of 30 to 32 semester units a year), the LTP works with the financial assistance office to
secure a range of scholarships, grants, and federal loans so that even enrollment in a
private university is affordable” (Baca & Genzuk, 2003).
The L2MTP program utilizes what are common features of many types of
academic programs - what they call academic and social supports - that include regular
advising, information meetings, school socials, and other types of programs that might
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be considered community-building activities. The L2MTP project also utilizes Program
Empowerment Principles, which appear to be unique features that may conti ibute to the
program’s success. The principles include institutional support, social capital, social
scaffolding, additive caring, proactive front loading, anticipatory professional and
integrative socialization, affirmation of family and community, public celebration and
acclaim for accomplishments, affirmation of differences within the language minority
community, and student community self-empowerment (Baca, 2003).
The L2MTP program has had success. During its first five years of operation, it
served 212 paraeducators, nearly all of whom were Latinas. In 2001, the program
enrolled 200 participants, compared to 50 in their initial year. They also report a 95
percent completion rate (Genzuk, 2003).
Another popular teacher recruitment model is the Pathways to Teaching

Careers program, which is funded by the Dewitt Wallace-Reader’s Digest fund. The
Pathways program has 43 routes to the classroom, 20 of which are designed for
paraeducators (RNT, 2000). As there are variations on the Pathways model, depending
on the location and partners involved, the model at Armstrong Atlantic State University
will be examined here. The Armstrong/Pathways program states that “its mission (is) to
increase the number of certified teachers, primarily minorities” (Pathways, 2003: from
website: http://www.education.armstrong.edu/pathwavs/Mission.htm).
The Pathways program recruits, screens and select scholars, primarily
minorities, already employed as paraeducators and provides them with a curriculum and
creative scheduling designed to facilitate their graduation and subsequent professional
certification. Support is made available through 80% tuition scholarships, orientation
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sessions, tutorials, cultural awareness activities, workshops, family support activities,
networking, mentoring, test preparation, editorial assistance and incentive awards.
Scholars must sign a contract that obligates them to teach in the Chatham County Public
Schools for at least 3 years, attend all program-sponsored workshops and participate in
all follow-up studies. From 1993-2001, the program completed and employed sixtynine candidates, and sixty-four of these candidates have been retained in teaching
positions. The Pathways program model is in use in various states and in conjunction
with different hieher education institutions.
c>

Pathways appears to share a common thread with the L2MTP program - that
is, there appears to be a serious and concerted effort to mentor and support the
paraeducators throughout their programs of study. The mentoring and support come in
more forms than simply having good advising and financial supports, but structural
systems are in place at all levels and throughout the institutions to welcome, guide, and
redirect students as may be necessary. The candidates are valued, cared for, and
supported so that success is not only an option, it is almost guaranteed.
The third model is the Summer College Opportunity Program in Education, or
SCOPE, at Pennsylvania State University’s College of Education. SCOPE is a diversity
focused initiative which is offered each summer at the University Park campus. SCOPE
has been operating since 2002, and the cohorts range from 14 to 22 students. Urban
high school students who are interested in teaching are invited to apply for this four
week residential experience at the College of Education on the University Park campus.
This program allows students to focus on teaching interests as well as counseling career
paths, and the summer field placements are tied to the students’ interests. Counseling,
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social studies education, science education, early and elementary education, and special
education were addressed during the summer of 2006 SCOPE placements. The staffing
for SCOPE comes primarily from representatives of the five departments in the College
of Education who work as career exploration hosts, instructors and counselors.
According to the PSU College of Education 2006 report:
‘‘We find that early outreach efforts and initiatives such as SCOPE stimulate interest in
our College. This interest manifests itself through the number and the nature of the
contacts received by the MSS (Multicultural Student Services) and the Certification and
Education Services offices. It can also be recognized through the increased number of
students who actively seek the College of Education representatives at recruitment
events. It has also come to our attention that past SCOPE participants have become
informal recruiters for the College. Even SCOPE participants who enrolled at other
institutions continue to share their PSU learning experiences and encourage family
members and peers to seriously consider PSU as an option” (2006, p.22).
Outcome data for the first three cohorts of SCOPE is students is now available. One
promising statistic indicates that 88 percent (46 out of 52 participants) are now enrolled
Baccalaureate degree programs. Thirty-five percent (18 out of 52) are enrolled in
Education Baccalaureate programs. The fact that only eight out of 52 participants (or
15 percent) are now enrolled in the College of Education at Penn State should not
discourage other four year institutions from offering similar programs, as students are
enrolled in degree programs at other institutions, and these students have had an
opportunity to fully explore a career in teaching during their SCOPE experience. In
2008, completion data will be available for the students enrolled in these Baccalaureate
programs.
As indicated in the conceptual framework, there are two critical components to
career choice theory: 1) the individual, and 2) an understanding of the career itself.
The L2MTP, Pathways and SCOPE programs share a common thread as related to the
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conceptual framework for this research. That is, the career of teaching is either already
understood by the participants or this understanding is a key goal for the high school
students (in the SCOPE program). In the L2MTP and Pathways programs, the
participants have worked in schools for varying lengths of time, and they have
developed a strong sense of what school culture is like for the working professionals.
They also have had the experiences that are common to all teachers: the reward of
seeing a child’s eyes light up when something new is learned, the frustrations of not
being able to figure out how to motivate a particular child, the joy of seeing a group of
children work successfully together, and the reality of an intense daily work schedule
that barely affords school professionals the time to use the restroom. Many recruitment
models cannot provide this experience for their potential candidates, and the subsequent
lack of understanding of the true work of teachers is a hindrance to successful
recruitment and retention. To be successful, recruitment models must consider both the
individual and the career of teaching.
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CHAPTER 3
METHODOLOGY AND RESEARCH DESIGN

This chapter presents the research methods that were used to conduct the study.
The rationale for the study and its design, site of the study, participants, interview
protocol, and the analysis of the data are discussed below.

With the need for teachers of color, especially Latino/a teachers, this study was
designed to explore the attitudes, career plans, and to seek the advice of college-age
Latino/a students who are currently at career decision-making crossroads. These
Latino/a students are “in the pipeline" that educator preparation programs often tap into
for recruitment. The participants range in age from 18-22, and some have decided to
pursue careers in teaching, but most have not. What can be learned from speaking with
these candidates? Ultimately, answers to the primary research question are sought:
How can we increase the number of Latino/a teachers in our K-12 public schools?
What, in the opinion of college-age Latino/a students, needs to be changed in order for
more Latino/a students to pursue teaching careers?

Qualitative Study Design
Understanding what drives and motivates individuals appears to be highly
individualized and contextualized. The experiences of individual participants are
important to understand, and interviewing is one method that can elicit responses that
are lunctional lor one individual, but perhaps not for another, while still providing for a
standard structure for all interviews.
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The ‘'descriptive cultural studies” strategy for conducting qualitative research
was used for this project, with the puipose of describing "social phenomena and
contributing to understanding about them” (Rossman & Rallis, 2003). While this
research methodology is not specifically intended to influence or inform decision¬
making or planning on an individual basis, it is intended to gather data that will assist
policy makers and school leaders in their attempts to recruit, support, prepare, and retain
teachers of color, particularly Latino/a teachers. This qualitative interviewing
methodology differs from survey interviewing in that the qualitative interviewing goes
beyond attempts to generalize more simplistic information. "Qualitative interviewers
don’t try to simplify, but instead try to capture some of the richness and complexity of
their subject matter and explain it in a comprehensible way” (Rubin & Rubin, 1995).
Participants have the opportunity to respond to a standard set of questions, but there is
still an opportunity for the interviewer to ask follow-up questions and probe more
deeply in certain areas, depending upon the participant’s original responses.

Data Gathering Techniques
The main data gathering technique employed was structured interviewing of
college-age Latino/a students. The structure of the interviews was based on the
“standardized open-ended interview” model as described by Rossman & Rallis (2003)
and the in-depth model as described by (Seidman, 2006). Seidman suggests that
“interviewing provides access to the context of people's behavior and thereby provides
a way for researchers to understand the meaning of that behavior” (2006).

The

interviews conducted were purposely '‘tightly prefigured, having fixed questions that
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are asked of all participants in a particular order" (Rossman & Rallis, 2003). Yin calls
this a focused interview, and a major puipose of this interview is to ’’corroborate certain
facts that you already think have been established” (Yin, 1994). A goal of this research
is to corroborate existing research findings. Also, the ideas, opinions, and suggestions
of the participants, who are distinctly different from participants in other research, will
add to the major body of knowledge that one might call ‘literature on recruiting teachers
of color.* An additional goal of this research was to enable participants to feel
comfortable responding freely to the questions due to the type of questions and
atmosphere of the interview. It is important to consider the fact that the interviewer, a
white male, was asking ‘’delicate" questions around race and ethnicity, and the
interviews also included questions regarding experiences with discrimination.
Participants needed to feel safe and comfortable in order to answer freely and honestly.
Also, in addition to being a white male, in some cases the interviewer was the “advisor”
and a faculty member who may have had unintended influences on the responses simply
because it may have been impossible for student participants to see the interviewer in a
"research only” capacity. It appeared that most participants felt, especially by the
middle portion of the interviews, they could trust the interviewer in a way that afforded
them the freedom to speak freely on this topic. This was a primary reason that face-toface interviews were chosen - so that a rapport could be established with the
participants. The interviews also allowed the interviewer the opportunity to observe
and listen while a tape recorder captured all of the dialogue. The opportunity to ask
tollow -up questions was also important, and the face-to-face interviews allowed for this
to happen.
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Limitations and Delimitations of the Study
Limitations and delimitations are presented here so that possible threats to the
validity of this research are considered at the outset. This study has several limitations.
First, the sample size is small and cannot necessarily be generalized to the population
at-large. Second, this was a ‘convenience" sampling of college-age students at the
University who volunteered to participate and willingly gave their time. Interpretation
of data and results must take these limitations into consideration.
Delimitations are the restrictions that a researcher imposes prior to the beginning
of a study in order to narrow the scope of the research. For this research, delimitations
of this study include the choices made to define the population of participants to
college-age (18-22 years of age) Latino/a students who are considering career choices.
Career choices are also made by individuals in this age range who are not attending
college, and there are many adults beyond the traditional college age who are making
career decisions at various points in their lifetimes. It should be noted that interviewing
of participants in other age ranges is beyond the scope of this project.

Selection of Participants for the Study
For this project, thirteen college-age Latino students who were enrolled at the
University were interviewed using standard qualitative interviewing techniques. Some
of these students were undecided on a major program of study, some had chosen
teaching as a career path, and a few others had decided to focus on other areas of study.
These college-age participants were contacted via their advisors, and in some cases,
with the assistance of the Bilingual Collegiate Program advisor.
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Students were active

in academic programs at the University of Massachusetts Amherst during the time
interviews were conducted.

Since random selection of the participants was unlikely, ‘'purposeful sampling"
was implemented (Seidman, 2006; Patton 1990). That is, the target population had
already been analyzed and identified. This researcher was interested in only the views
of Latino/a students. The viewpoints of those participants who were interested in
teaching and those who were not were both important to consider. In terms of age of
these participants, the intent was to interview students at a career-decision making point
- in college, that is often when one chooses a major course of study. Therefore,
interviews included the viewpoints of some students who had made that choice, while
some where still undecided on their choice of major. The interviews settings varied.
Some interviews were conducted at offices in the School of Education, while others
were completed at mutually convenient settings, such as the campus center. It was felt
that these settings were comfortable and participants were able to speak freely about
their experiences. Each participant was given a ‘'Voluntary Consent" form (Appendix
B) that informed them of the nature of the research and their right to choose to volunteer
and withdraw their participation at any time, if they felt that was necessary.

The Interview Protocol
For each interview, the following research interview protocol was used:
1. Introduce the interviewer and use an ice-breaker
2.

a. Are you currently planning to teach?
b. If so, what teaching license are you pursuing?
c. Student status (sophomore? year in school?)
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3.

Personal Data:
• Age? Educational background?
• Parents' background? Careers? Education?
•
•
•

4.

Type of community in which you were raised?
Please describe the school(s) that you attended as a child/young adult?
What types of teachers did you have in school? (For example, were they
mostly women? Mostly white women? Teachers of color? Young?
Older/more experienced? How many teachers of color did you have
during your public school experience?

For those who plan to teach: What has led you to your current position as a
teacher (or future teacher)? (Had you planned on becoming a teacher early in
life? Or was it a late decision? Or?)

5. Did you face challenges in college? If so, how did you overcome them? Are
these challenges that you’d expect to be common challenges for other Latino/a
students? Why or why not?
6. How did you overcome these challenges?
7. What can be done to increase the achievement of Latino/a students in public
schools?
8.

Is there anything in your K-12 schooling experience that has affected your
current career choice, esp. the decision to choose teaching? If so, please tell me
about those factors.

9. What attracts you to teaching? Do you think that what attracts you may also
attract other Latino/a students? Why or why not?
10. What factors may drive Latino/a students toward careers other than teaching?
11. Tell me what you know and think about teacher salaries. What role has teacher
salary or teacher earning power had in your decision to become a teacher?
12. Tell me what you know/think about the status of teachers and the teaching
profession. In your mind, what is the public perception of teachers? Has this
status played a role in your decision to become a teacher? Tell me about this.
13. Were you ever encouraged or discouraged by your family members to pursue a
teaching career? Tell me more.
14. Were you ever encouraged or discouraged by your teachers to pursue a teaching
career? Tell me more.

62

15. Why do you think there is a shortage of teachers of color, especially Latino/a
teachers?
16. In your opinion, what can educator preparation programs do to increase the
number of Latino/a teachers?

Role of Researcher

It is important to note that this researcher was Co-Director of the Diversity Task
Force in the School of Education during the time of this dissertation research.
I

Reflection and writings regarding this personal experience are woven throughout pieces
of the data analysis and conclusions sections of this work. The researcher’s reflections
on the work and processes of the Diversity Task Force were important to consider
because they included the reality of the struggles in recruiting students of color into
educator preparation programs.

Method for Analysis of Data

Each participant interview was recorded on audiotape to facilitate analysis of
data at a later point in time. The interviewer did record notes during the interviews, and
reflection notes were written immediately after each interview in order to capture any
immediate responses and the flavor of the interview. From the audiotape, the
participant interviews were transcribed to print documents, in most cases within a few
weeks of the interviews. Five of the thirteen interviews were transcribed by the
reseaicher himself, while the remaining audiotapes were sent to a transcription service
in the interest of time.
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*

The interview transcripts were read carefully, color-coded to note themes and
commonalities, and in some cases, the audiotapes were re-evaluated to aid in capturing
the tone and inflection in voice, as these components become invisible once transcribed
to paper. As patterns and themes were identified, conclusions could be drawn and
implications for future research were also noted.

\
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CHAPTER 4
PRESENTATION AND ANALYSIS OF DATA

Data for this study was gathered through interviews of 13 participants currently
in college. These 13 college-age students were on the verge of choosing their first
career path and included 11 females and 2 males. They ranged in age from 18-22, and
identified as Hispanic/Latino/a. This research project has been designed to identify
both attitudes and career plans of students who plan to teach and those who do not, and
most importantly, to identify their reasons for their choices in order to learn what might
attract, recruit, and retain teachers of color, particularly Latino/a teachers.
Five participants identified as “low-middle” or “low” socioeconomic class. Six
identified as coming from a '‘middle” class, and 2 identified as upper-middle class.
Table 4.1 below provides a snapshot of the participants’ backgrounds, including some
information such as the work of their parents, self-identified socioeconomic status, and
other details.
During the course of this research project, I was also a co-leader of a Diversity
Task Force (DTF) for two years. The DTF developed goals to diversify the student
body of our elementary and secondary teacher education programs at a major
university. Reflections on this process and work of the DTF combined with analysis of
the participants’ interview data have yielded a rich combination of information from
which this dissertation is written.
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Planning to
teach?

Gender

Year in College

Age

Hometown

Mother’s
Occupation

Father's
Occupation

Socioeconomic
Status

Description of
Latino/Hispanic
Origin or
Descent

1

LB

Yes

F

2

20 Psychology

Springfield. MA

Teacher

Post Office

middle

Puerto Rican

2

YE

Yes

F

2

19 Psychology

Springfield. MA

Nurse

Teacher

middle

NA

3

SB

Maybe

F

2

19

Undecided

Boston MA

not working

Construction

middle

Puerto Rican

4

JG

Maybe

F

1

18

Undecided

Cambridge. MA

Maid

Construction

low-middle

Puerto Rican

5

SB2

No

M

3

20

History

Santa Clarita, CA

Teacher

College
Instructor

upper
middle

Mexican/Chicano

6

MP

Yes

F

4

22 Psychology

New York. NY

service
industry

N/A

low-middle

Puerto Rican

7

AD

Yes

F

4

22

Sociology

New York. NY

N/A

N/A

low-middle

NA

8

ZF

No

F

1

18

Undecided

suburb of San
Francisco. CA

writer

tech industry

middle

NA

9

MB

Yes

F

4

22

Spanish

Holyoke, MA

not working

Construction

middle

Puerto Rican

10

AC

No

F

1

18

Women’s
Studies

New York. NY

"production
specialist"

not working

low-middle

NA

11

AS

No

F

2

19

English

"just outside" Miami.
FLA

massage
therapist

self-employed

middle

Puerto Rican

12

LM

No

F

1

18 Psychology

near Los Angeles, CA

not working

sales

upper
middle

Mexican/Chicano

13

EG

No

M

4

21

near Houston, TX

sales clerk

machinist

low

Mexican/Chicano

Primary Major

9

Code

Who were the participants in this research? The table below provides a brief overview.

History

Table 4.1: Overview of Participants
The questions were asked in the order of the protocol outlined in chapter three;
however, for the purposes of analysis and discussion, it seemed more appropriate to
shift the sequence of questions and examine the data in a different order so as to explain
it more thoroughly. The data in the subsequent sections are presented ”by question,”
that is, the main research and interview questions are provided, and a summary of
participant responses, recurring themes, and analysis of these data are provided below.
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Why do you think there is a shortage of teachers of color, especially
Hispanic/Latino/a teachers?
As one considers the strategies that might be employed to recruit more teachers
of color, it is important to try to understand what is at the root of the problem.
Participant responses yielded several themes that were uncovered during an analysis of
the responses to question one. These themes are briefly listed here, and details for each
are provided in the subsequent sections. First, students mentioned salary and financial
issues; second, the low status of the teaching profession; third, access to higher
education for Latino/a students (which relates to their preparation during the K-12
learning experiences); and fourth, bad experiences and a lack of role models during K12 schooling. A final contextual theme, which is actually woven throughout the first
four in various ways, is discrimination and racism that was mentioned by several
participants, and this may be a reason for the lack of Latino/a teachers. Each of these
core areas, in addition to discrimination and racism, will be addressed below.

Theme One: Salary and Monetary Benefits
First, each participant spoke to some degree about salary and monetary
compensation that teachers receive, and low salary was mentioned throughout the
responses as a key leason for the lack of Latino/a teachers. Nearly all participants noted
that teacher salaries simply are not high enough to be an attraction to the field,
especially if a person is looking to move up the socioeconomic ladder. This is a
common response from this research project and in the review of the literature on
recruiting minority teachers. Early in the interview process, participants were asked,
W hat role has teachei salary or teacher earning power had in your decision to become
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or not become a teacher?” It is important to note that participants were “polled” to see
if they had an accurate sense of how much money teachers actually earn on average.
Using 2002-2003 statistics on average yearly salaries of teachers in the United States, I
asked participants to choose how much they thought teachers earned. Salary ranges
were presented to the participants as follows:
•
•
•
•
•

$20,000
$25,000
$35,000
$45,000
$55,000

to $24,999
to $34,999
to $44,999
to $54,999
or higher

Participants were then asked to choose the range that best reflects the average first-year
teacher salary in the United States. Only 2 chose a lower category for the salary, 9
chose what was the “correct” average for beginning teachers ($25,000 - $34,999), and 2
actually selected a higher salary than reflected in the national average. During the
interviews, we also discussed the reality that salaries varied by geographic area, and that
cost of living factors impact how far a salary can go in terms of supporting an individual
or family. In any case, at least for this research sample, the participants had a credible
understanding of what teachers would be likely to earn. Most participant responses
align with the salary issues that have been uncovered over and over in the research. For
example, participants noted the following:
•

“Teaching has never been a passion for me and although I have considered it,
the fact that it is associated with such a low salary turns me away from the
prospect” (AC interview data).

•

“Their pay is pretty sad and totally not equal to the effect that they have on
people's lives” (AS interview data).
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•

‘'If I were to teach, I wouldn't be going into it for the money, other than as a
means of making some sort of a living. It will be difficult to do so, though,
because teachers' salaries, in my opinion, are criminally small” (ZF interview'
data).

Another participant, who said she had at least entertained the thought of becoming a
teacher, noted that she “will not become one (a teacher) despite interest because of
salary” (interview data, SB).
Salary and monetary incentives were stated by all participants to some degree.
This is a real and valid issue with regard to recruitment and retention of teachers of all
races and backgrounds. One participant stated: ‘‘I think that many people of Latino
descent are just looking for a way out of the lower classes they often come from.
Teaching is not a sure way out. They would rather get a more lucrative job where they
have the opportunity to climb the socio-economic ladder” (interview data, MP). The
way out for many is to seek careers in law or medicine, which have prestige and pay
(law and medicine were two careers mentioned by at least half of the participants as
having prestige and being attractive). Prestige was repeatedly associated with salary
and earning power, and this is congruent with findings in the research done by Foster &
Delpit (1997), Su (1997); and Leung, Ivey and Suzuki (1994). Su found that low pay
was associated with low status as a profession, and it does not matter that there is
rigorous professional preparation required to become a teacher because society in
geneial fails to adequately respect teaching as it does other fields such as the legal or
medical piofessions — mainly due to the fact that potential earnings for teachers is much
lower.

69

The majority of participants (10 of 13) also quickly added that other financial
incentives could help recruit more minority students into teacher preparation programs.
It was noted that a reduction in the cost of higher education, as provided by scholarships
and other financial aid options, would put teacher preparation candidates in the more
desirable position of having less debt upon leaving college. The participants cited
scholarships, financial aid options, loan forgiveness programs, stipends for books,
student employment, and “thinking outside the box” in terms of financial options.
Obviously there are various types of financial aid, scholarship, and loan forgiveness
programs that are available to all students. Scholarships, however, often do not end up
being awarded to minority candidates.
It is worth noting that Torres et al. (2004) did not identify any rigorous research
that validated that providing financial incentives of this type had any long term benefit.
Clearly many experts and students of color believe that financial incentives will help,
but there is not strong empirical evidence to support this claim. The financial
component of recruitment should continue to be a major focus during minority
recruitment as many Latino/a college students come from lower income backgrounds.
Nine of thirteen participants in this research self-identified as coming from a low or
low-middle socioeconomic background. These students are considering career options
that will help them increase their socioeconomic status. Serious consideration must be
given to financial programs that will enable these students to graduate with less debt so
that they may be able to begin a career in teaching without undue financial burdens that
may take years to overcome.
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It should also be noted that two participants who are planning to become
teachers self-identified as having ‘"low” socioeconomic status. When asked why they
chose to teach, apparently going against the trend, both felt that teaching provided an
opportunity to "give something back" to their communities. Both of these participants
believed they could make a difference (interview data, AD, MP). However, when asked
to discuss why others might not feel the same need to “give back," they cited the salary
and prestige (or lack of) as the primary reason their peers were exploring other career
options. One participant stated specifically that some of her friends “don’t want to put
up with student attitudes and behavior problems" (AD interview data). During her
interview, MP added, “Sometimes we talk about our future jobs, and what we see
ourselves doing. I do want to give back to my community, and I think I am going to
like working with children. But I don't think my friends who have other career ideas
have a bad attitude about giving back. It’s just that they want more for themselves in
terms of salary and status and maybe they’ll help their community in some other way
[than teaching]" (MP interview data).

Theme Two: Low Status of the Teaching Profession
Second, the low status of the teaching profession was mentioned as another
reason for the lack of Latino teachers. One participant noted the following: “It’s
absolutely criminal how little teachers are paid and how little they are respected in our
society - not necessarily by their students, but by the society at large" (interview data,
ZF). This sentiment was echoed by 8 additional participants, and it validates other
research regarding the relatively low status of teachers in the United States. When
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family and parental expectations are combined with this perception of the work and
status of teachers, it is not surprising the Latino/a students are not choosing teaching as
a career.
One participant, who is undecided about her career plans, spoke at length
regarding this topic: *‘My family doesn't have a lot of money. My dad works in
construction, and my mom is a maid. And when I talk about becoming a teacher they
aren't real supportive. It isn’t like they tell me not to become a teacher, but they don't
say much about it. And they talk about other careers I might choose. And they talk
about their bad experiences in school, and my dad didn't graduate from high school. I
don’t know what happened, but I think he is smart - but something must have happened
and he didn't finish. It's weird because I don't think he likes the idea of me being a
teacher, but he does want me to graduate from college real bad. I'd be the first person
in my family to graduate from college” (JG interview data). JG's response seems to
indicate that her family has a real hesitancy about her becoming a teacher, and perhaps a
hesitancy toward the institution of schooling itself. There also seems to be a bit of a
contradiction, too, because while the father in this case may hold negative feelings
about his own schooling experience, according to his daughter, he appears to realize the
importance of his daughter’s college experience, and the fact that she needs to graduate
in order to reap some of the benefits of her own education - regardless of the
occupation she chooses to pursue. The status of teachers and public schools appears to
be held in a lower regard by JG’s father. One could question if this is a widely held
view of schools by those who did not have a positive experience in schools themselves,
or did not graduate from high school.
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Theme Three: Access to Higher Education
Third, a lack of access to higher education contributes to the lack of minority
teachers since, as noted in the review of literature in chapter two, relatively few
Latino/as are entering higher education degree programs. As noted above, this may be
due to several factors, including student achievement during K-12 schooling and the
lack of role models that Latino students have during their K-12 schooling experience.
Virtually all participants (12 of 13) noted that Latino/a student achievement in their
schools seemed to fall short of the white student achievement, which is consistent with
national data on the achievement gap. Participants were encouraged to speak about the
achievement gap and its effect on access to higher education, student attitudes, and the
possible effect this may have on students' interest in pursuing careers in education.
Participants noted that the achievement of Latino/a students could possibly
inciease with more Latino/a teachers as role models, particularly in the case of sharing
the same language. As one participant stated:
”1 didn't have any Latino teachers during my middle and high school years ... I made it
through ok, I think, because of my parents’ support. I learned Spanish as my home
language, but I was lucky because I learned English kind of fast — compared to some of
my friends. But I think lots of Latinos struggle with the language issue, and teachers
can t always relate even though most of them try. Sharing the same language., .uh, I
just think it is going to make students more comfortable and learn more” (interview
data, YE).
Another participant noted:“It seems like a self-fulfilling prophecy to me. Again. I don’t
know a lot about this, but when Hispanic students or other students of color observe
their teaching staff, they see the dearth of Hispanic teachers, and might think it’s not a
good profession to go into. So they don’t, and there are fewer teachers of color, which in
turn discourages students, and so on. There are also socioeconomic and cultural factors,
I know, but I don’t know a lot about those” (interview data. ZF).
This statement was lepresentative of 5 other responses to this question and is a theme
woven throughout the interview responses. Participants identified a system and a
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continuous cycle that does not include role models for Latino/a students to learn from,
both in terms of academics and general role-modeling. Participants also noted the lack
of cultural connections to their teachers because the vast majority of their teachers were
“white middle class women/' Table 4.2 below illustrates the types of teachers
participants had in their K-12 schooling experience.
What types of teachers did you have in your K-12 schooling experience? (Below is
a summary of responses):
... 1 had mostly white men and women teachers. I had two black women teachers during my
high school. My middle school I only had white teachers.
... mostly women teachers in school, of all backgrounds and different levels of experience
In elementary school, most of my teachers were white, older women with many years of
experience. In high school, I had many different teachers. Almost all of them were white yet
there was a mix in their genders, ages, and years of experience.
In elementary school (the demographic has since changed) but when I was there, there was one
male teacher (who I never had), and teachers were almost exclusively white and near retirement
age. In junior high and high school, 1 had a relatively even mix of male and female teachers, age
ranging from 25-60ish, still almost exclusively white.
Mostly white women. Old and young; all pretty experienced and good teachers. A few men
teachers. About 3 or 4 teachers of color (mostly Hispanic or Latina/o).
I had a wide variety of teachers. I had teachers of both genders and several different races and
ethnicities.
mostly white young women
Most of my teachers were mostly white and older men or women.
Mostly women. Variety of races. My best teachers were the youngest teachers.
elementary years mostly women, older middle school mostly men. younger high school a
combination; women for languages, English, Social Sciences; men for Science and History,
almost all were white
My teachers were pretty diverse in terms of age and gender, but most of them were white.
Elementary school was mostly Hispanic females, and a few white males. Middle School, a mix
of White and Black teachers, again predominantly female. Every year I would have one or two
new teachers; the rest had been teaching for well over 15 years.
Mostly older white women. In middle and high school I had white men, but I didn't have
minority teachers (although my school had a couple).

Table 4.2 Types of Teachers Participants Had in School
As noted in the table, participants clearly stated that in their K-12 schooling experience,
they had “mostly white women" teachers for most of their elementary, middle, and high
school years. There was only a small mention of diversity. One participant noted a few
“Latino” teachers, a few white men were listed, and age and experience were also
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variables. One participant noted that she had two Black female teachers in high school.
It is important to consider that the participants described their communities and schools
in varied ways - a mix of inner-city, suburban and more affluent communities, and tw'o
private schools. But almost invariably the teachers were predominantly white women.
The role models for Latino/a students were generally not “same-race" models.
The interview responses were sorted and examined based on whether or not the
participant was intending to become a teacher. As stated earlier, 5 of 13 participants
had definite plans to become teachers. Of those five participants, three indicated that
they had a “variety" of teachers during their K-12 experience, including Latino/a
teachers in at least two grade levels. A fourth participant noted that she had two
African-American teachers during her elementary school years (no Latino/a teachers),
and only white teachers from middle school through high school. The fifth participant
with definite plans to teach had only white teachers in elementary school, and two
African-American teachers in high school.
Of the six participants who had no intention of choosing a career as a teacher,
four of the six indicated that they did not have teachers of color (that is, they only had
white men or women during their K-12 schooling experience). However, of the four
who did not have a Latino/a teacher for any of the classes they took, one participant
noted thai his school had a couple Latino/a teachers," while another participant stated
that his school had about “three or four Latino/a teachers,” but he did not have any for
his classes either.
Two of the participants stated that they were considering a career as a teacher
but had not made a decision at interview time. Both of these participants described their
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teachers as “almost exclusively white” but with a bit of a gender mix. Neither of these
participants had teachers of color during their schooling experience, although they
stated that their schools had a “few" teachers of color.
This sorting of participants based on the types of teachers they had revealed no
definite patterns. It is tempting to state that because 60% of those intending to teach (3
out of 5) had Latino/a teachers as role models more than once during their schooling,
and the other two participants had African-American teachers and white teachers (but
no Latino/a teachers), that “same-race teachers” and diversity played an important role
in influencing them to choose teaching as a career. However, the sample size is too
small to draw such a conclusion.
The importance of same-race role models can be traced to the literature review
and Tatum's work on racial identity development. Tatum defines racial identity as "the
meaning each of us has constructed or is constructing about what it means to be a White
person or a person of color in a race-conscious society" (p. 37, 1997). Without role
models who share the same or similar racial, linguistic, and/or cultural backgrounds,
Latino/a identity development may be inhibited. Tatum’s research on racial identity
development is important to consider because even if students do make it to higher
education, they may not be at a developmental stage that will enable them to succeed.
For example, Tatum points out that many students of color enter college during a stage
in their racial identity development "characterized by a strong desire to surround oneself
with symbols of one's racial identity." They may "actively seek out opportunities to
learn about their own history and culture with the support of same-race peers." In this
stage, students may be "unlearning the internalized stereotypes...and...redefining a
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positive sense of self, based on an affirmation of [their] racial group identity" (p. 38,
1997). This process helps students of color to withstand the stresses of life on a
predominantly white campus and be self-confident enough to interact productively with
fellow students of other racial backgrounds. But what if these students have not had or
do not have role models (same-race) in college? Coupled with the fact that most
institutions have a majority of white faculty members and advisors, this may continue to
play a role in the academic programs for students of color.
Another factor, besides role models, that may limit access to higher education
was cited by several participants - and that is the educational preparation of Latino/a
students from their early schooling experiences through high school. Participants had a
variety of responses regarding educational experiences, preparation for college, and the
subsequent access to higher education. AD, a participant with definite plans to become
a teacher, stated: “I think eliminating the language barrier is the biggie, but teachers
also need to understand differences in Hispanic culture versus White culture. For
example, the responsibility of serving the family seems to be a huge part of Hispanic
culture, and often takes precedent over individual achievement, particularly in school.
That aspect of Hispanic life, among others I am sure I am not thinking of, needs to be
respected and accounted for by teachers. And maybe schools could institute a reward
system and better incentives for Hispanic students which might help them to think
towards a better future, and plans for college” (AD interview data). In addition to AD,
three other participants stated that cultural differences must be addressed in order for
Latino/a students to increase their achievement levels.
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Nine of thirteen participants noted that the language difference affected student
achievement. SB, who now' speaks fluent English and Spanish, was an English as a
Second Language student from early elementary school through middle school. He
noted that he learned Spanish from his parents in the home, and while his parents were
anxious to keep the language roots intact, they also actively supported his English
language learning in school and at home.

SB stated: “My parents knew the importance

of learning English in the United States today. And they wanted me to keep some of
my home culture and the Spanish language, too. But my friends, especially the friends I
ended up hanging with in middle and high school, didn't learn English as well as I did,
and they used Spanish outside of school as much as possible. This was the group I told
you about before - that I almost joined up with to avoid focusing on school and college.
I was close to going down the wrong path” (SB, interview data).

Other participants

noted that while the language difference was difficult for them, it was not always the
language difference itself that bothered them. It was, however, the teachers’ attitudes
toward them, especially when the majority of their teachers had no second language
skills that they could use to help explain a concept in class. One participant said,
“When I was in tenth grade, I had a science class - earth science or something like that.
My teacher was this guy who always talked to me and my friends like we were
complete idiots, you know? He’d repeat things over and over for us. Two of my
friends still had parents who spoke Spanish most of the time at home, and their English
wasn't so good. Mine was pretty decent because my parents started speaking English
when they were in elementary school. So I was lucky that way. But our group was
always just lumped together and I kind of thought there were lower standards for us.

78

But now I think I’m pretty smart ... I know I said I haven't picked a major yet, but I
think I can handle lots of hard things, and I am not afraid of a language barrier. I just
get bothered when people look at me and decide that I can't speak or understand
English” (ZF, interview data).
Another stated: “Teachers should encourage progress and success for all
students of color because often they just expect or assume that students of color are not
as academically capable as their white peers” (MP, interview data).
Four participants said that schools should enhance and offer more academic
support programs such as tutoring and after-school opportunities for students of color.
This parallels a finding in the research done by Mitchell et al., (2000) in which attrition
(as opposed to lack of interest) was identified as a major reason for the lack of Latino/a
and other minority teachers. In fact, Mitchell found that Latino/a students were
enrolling in education courses and expressed interest in the field of education, but
students were dropping out of school (either in high school or in college) before making
their way through the "’teacher education” pipeline. Participants in my study noted that
there are simply not a lot of Latino/as who go to college, and those who do often seek
the other better-paying, more prestigious careers. One implication for educator
preparation programs, at this point, lies in the fact that teaching candidates must be
prepared to work with linguistically and culturally diverse students and prepare them in
better ways so that these students have access to higher education and the teacher
education pipeline. Until the issue of access is resolved, teacher education programs
and the public schools will have to continue to compete with other professions for
quality Latino/a students and other candidates of color. Torres et al., 2004, stated, “It is
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clear that weak high school preparation places many minority students at a disadvantage
in completing high school requirements and gaining entry into and completing college.
It is clear that this will continue to operate as a major constriction in the minority
teacher preparation pipeline” (p. 57). The topic of “Recruitment as a Preparation Issue”
will be addressed later in this chapter, too.
Also related to the theme of “access to higher education” is the notion that
student experiences in K-12, when they are less than desirable, might negatively affect
their views on schooling, the “institution,” the work of teachers, and their own
commitment to learning and following of so-called role-models in schools. It may be
an example of what Lortie called the “apprenticeship of observation,” and in this case,
the apprenticeship experience is less than desirable, the apprentice (student) may choose
to pursue a completely different path than the “mentor” teacher. As the participants
spoke of the types of teachers they experienced in the elementary, middle, and high
school years, eight were able to articulate details of their experience which they
believed to be indicative of experiences that other Latino and linguistically diverse
students might encounter. The details of these experiences are probably best
exemplified by sharing direct quotes from the participants. Below are two quotes:
“In middle school, I had mostly teachers that I think didn't care much about me. I went
to a city school that was mostly Black and Puerto Rican. There was always trouble, and
I think the teachers just got sick of always trying to keep things under control. I mean,
it seemed like everyday there was a suspension or something, kids fighting, threatening
each other, swearing at teachers. I mean, you asked about why I don’t want to teach ...
well, uhhm. ... I guess I don’t think most of my teachers liked their jobs, and I know I
can do something else and make more money” (SB, interview data).
“I told you before that I went to a rough school in a city setting. I'm thankful I had my
parents to keep me straight, but I almost went the wrong way - drugs and drinking,
hanging out with the wrong kids. I didn’t do great in school but I made it okay. I had a
few teachers who basically told me that I would not ever become anything, you know?
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For awhile it just was not good at all. I hated school. There was a point after tenth
grade that I almost quit school, but my parents would not let that happen. I told you my
mom’s a teacher, and she is the person who got me where I am now'. She is tough, and
she teaches in a tough place, too” (SB2. interview data).

The two responses above help to illustrate how a poor experience might have a long
term influence on what a student might choose to do. It is interesting to note that SB2
stated that he does not want to become a teacher, but he is interested in some type of
service field in which he can help others. When he was asked if teaching was in his
future at some point, he answered “maybe,” but he did not want to think about working
in a classroom today with all of the “discipline problems, violence, and kids who don't
care" (SB2 interview data).
It should be noted that not all participants’ descriptions of K-12 schooling
experiences were negative. In fact, three participant responses were quite positive. One
positive response came from AS, who is not planning to become a teacher: “I had a lot
of really dedicated teachers who I know cared about me and the other students. As I
said before, most of my teachers were white women, and I had a few white men in high
school, and there were a couple of Black teachers. I had a limited amount of support at
home, and I didn’t see my father much, and I still don't. But between my mother and
my teachers, I was able to stay focused and do fairly well in school. The teachers
would spend as much time as they needed to help me, and I think my closest friends felt
this way, too. But I still never really thought about teaching because of this experience
(with a smile)’' (AS interview data). Two other participants had similar positive
comments regarding their formal schooling experience, and it is worth noting that none
of these three participants are planning to become teachers.
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From a research perspective, it is important to consider both positive and
negative experiences of students in the pipeline; that is, researchers should examine
those experiences which appear to be "detractors” so that they might be avoided in the
future while also identifying the "attractors” that could be replicated and enhanced.

Themes Four and Five: Negative Schooling Experiences and Discrimination
The fourth and fifth themes somewhat blended together. When asked, “Why do
you think there are so few Latino/a teachers?” most participants stated that they had to
deal with "bad experiences” in grade school or middle/high school. These experiences
range from negative interactions with teachers and administrators (personal interaction
experiences) to simply attending school in a building in disrepair (negative “physical
environment” experiences).
The idea that a poor physical environment can affect students’ attitudes toward
school and their desire to achieve should receive more attention from educators. Seven
participants cited experiences in schools that simply were in bad physical condition, and
they questioned the pride that school and community leaders had in the schools when
such poor conditions existed. One participant stated: “Kids didn’t care about the
school at all, and it (the school) was horrible. Our bathrooms were always being
destroyed by students and toilets didn’t work half the time. The school couldn’t fix
things as fast as they were being messed up. There was always a lot graffiti on the
outside and in lots of places in the school, too. And we had tons of broken windows
that never got fixed, lights that didn’t work, and I remember our gym was terrible. I
think teams hated to come to our school” (EG, interview data).
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This relates to ideas that Jonathon Kozol writes about in Savage Inequalities.
Kozol (1992) describes terrible physical conditions in some of our poor school systems.
He notes, in one example, that there are those who expect children in schools without
operational toilets to perform on par academically with students in our wealthiest
community schools. What do these children think when they must attend school in a
place that has not had regular maintenance? Why would they want to return to a place
that did not serve them well? Unfortunately, our schools in the poorest urban areas are
also the schools that serve the majority of our minority students, including many
Latino/a and Black students. The buildings are too often in disrepair. Wilcox (2006)
stated, “Study after study confirms that the school environment strongly affects student
performance" (p.l ) in the form of scores on standardized tests.
The participants noted that they had some bad "personal experiences” in school,
and, in some instances, they described situations in which they were victims of racist
comments and remarks by teachers. In fact, racism was mentioned by about one-half of
the participants. The experiences were occasionally described as being overt, as in a
prejudicial comment or action. However, in more of the incidents, according to the
participants, the racism was generally more subtle. For example, one Latina participant
mentioned that she was a gifted musician. Yet, she never had the opportunity to join
what she called the '“Blond Quartet” that performed for the community. In her opinion,
she was clearly one of the best (if not the best) performers, but her white teacher never
considered her for membership in the group. Several students (from mixed racial and
ethnic backgrounds) nicknamed the esteemed group the "Blond Quartet” (AC, interview
data).
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Another participant mentioned that a well-intentioned teacher often asked her,
‘‘Should I repeat the question in Spanish for you?” even though she felt she clearly had
demonstrated her understanding (AS, interview data). This participant stated that she
did not personally take offense to this teacher, but recalled that she and other Latino/a
students occasionally felt belittled and that expectations for them were not quite as high.
It should also be noted that three participants discussed the fact that schools with
a high percentage of Latino/a students are often located in poor urban communities with
social problems that spill over into the daily life of schools. For example, violence,
poor attendance, low achievement, frequent discipline problems, disrespectful students,
etc., are often associated with these schools. These participants, though they wanted to
“give back” to the community, did not necessarily want to teach in a system such as
this. This posed a dilemma for them because they felt that these schools needed their
skills, especially the language and often cultural competencies. However, they did not
necessarily want to subject themselves to the daily grind of teaching in these systems,
which are often paying the lower salaries while putting new teachers in the some of the
worst teaching conditions. This finding reappears below in slightly different ways.

Did you experience racism in your K-12 schooling or in college?
If yes, please talk about that.
This question, not part of the original protocol in the research proposal, was
added because of “hints” of discrimination that came out of early interviews (for the
pilot study) and the first interview conducted for this research. I had to acknowledge
my “whiteness” up front, and I also had to attempt to build trust with my participants in
order for them to feel comfortable speaking with a “white male” about race and
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discrimination. I am not sure I succeeded with this attempt, and the impact of this is
unknown - I am unable to tell how complete the answers to my questions during this
part of the interview were - for instance, did students completely open up? I think
some did, and I suspect others did not. In any case, I have summarized some of the
responses to this question. It is also important to note that students mentioned some
overt acts of bigotry that appeared to be racially motivated, but most of their
description(s) seemed to fit the definition of racism as a system of privilege based on
race, and they noted quite subtle ways that this might play out in a public institution,
even when the teachers are full of good intentions.
Five participants indicated that they have indeed experienced racism, and of
those five, two spoke freely of their experiences and how, if at all, those experiences
affected their career-decision making. One noted that she often had teachers speak
'■down” to her, and often speak more slowly, because English was her second language.
This participant noted that this would have fine with her if she did indeed need the
teacher to slow down. What bothered this participant was the assumption that the
teacher made, knowingly or unknowingly, that the student could not understand English
unless it was spoken in a very slow, carefully articulated fashion.
Another participant, AS, talked at length about the experiences of her close
Latina friend. Her friend struggled through her first year of college and performed
below her own academic expectations during that first year. When she returned to see
her advisor in September of her sophomore year, she was greeted with the following,
according to AS: “I’m surprised you returned this year,” with a raised eyebrow and
sigh, sending a message that said: ‘Why are you here wasting my time?” At least this
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is how AS’s friend felt during this interaction. AS and her friend felt that this was a
clear cut example of racism, though not an act of overt bigotry. It is also the type of
situation that is extremely hard, as AS pointed out, to report to higher administration
officials. It is likely, according to AS and her friend, that this advisor had the best of
intentions and believed that his words and actions were not at all racially motivated.
During the interview, AS stated that her friend had since changed majors and advisors,
and is on a path to graduate on time.

What factors may drive Hispanic/Latino students
toward careers other than teaching?
The second major interview question asked participants to address the question
above, and their responses are summarized in the Table 4.3 below:
Summary of Responses

Number of
Responses
12
11
8
2

Better pay, more money in other professions
Higher status in other professions (public school reputation is bad)
Working conditions of teachers
Relatively few Latino teachers as models/examples
Had a poor experience in public schools themselves
Simply don’t enjoy working with young people enough to make it a
career
Table 4.3: Summary of Factors that Drive Candidates Away from Teaching

6
3

These responses validated a common factor that is continually recognized as
perhaps the most critical determinant for recruiting the best and the brightest into
teaching - and that is (again) money. The participant’s perceptions indicated that they
thought salaries for teachers simply do not match up well enough with other careers,
especially when working conditions are also considered. One participant noted: “Most
Hispanic/Latino/a students who are interested in becoming successful in life have been
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in the public education system themselves and know that it's a very hard system due to
inequalities. It's hard to become a public school teacher where often the students are
very disrespectful and unmotivated. Besides the poor attitudes of these children, they
may not also want to pursue a career as a public school teacher because of the very low
wages and accommodations for these teachers” (MB, interview data). This point of
view was shared by most participants (12) in some way.
LM, who is not planning to teach, stated that she wants to be able to support
herself in a manner similar to her upbringing, which she described as upper-middle
class. LM said, 41I did not come from a rich family, but my sister and I had a lot of
things growing up - I want to be able to have that as I get older and for my own family.
I don’t want to teach for two main reasons - one ... I don’t think I’d like it because I
don’t think I’ll enjoy working with kids that much, and two ... uhmm, the money - I
want to make more doing something else” (LM, interview data).
The status of the teaching profession (prestige) is also a concern among the
majority of participants. Many noted the pressure on teachers to raise test scores, to
solve problems for students who show no interest in school, and the seemingly constant
battering of teachers in the news and newspapers. Earlier in this report the following
quote was used, but it is worth reiterating: “It’s absolutely criminal how little teachers
are paid and how little they are respected (emphasis added) in our society—not
necessarily by their students, but by the society at large” (ZF, interview data). Prestige
is closely linked to salary and monetary compensation, and most of the participants
noted that they (and often their friends and family members) are seeking careers that
can elevate their socioeconomic status and be respected members of their community.
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One participant, MP, had been planning to teach since the end of high school.
She noted that she enjoys working with younger people, and that salary, while
obviously critical, is not the only factor for her. MP said, “You know, I have wanted to
work with children for a long time, and I am excited to do that. I want to teach back
home in the city. I worry' about being able to live comfortably, but, for me, the work I
do is more important than the money I make. For lots of my friends, I don't think that's
true. I'm not sure, but, uhhm ... I don’t think most of my friends are choosing their
majors or careers based on what they really want to do - but they think about the money
they can earn" (MP, interview data).
EG, while not a friend of MP, basically confirmed her thinking when he said: “I
want to make a lot of money while I'm young. I'm a History major now, and I’m
thinking about law school or grad school because I don’t want to be a History teacher.
For me, I just don’t think I will like teaching high school kids’’ (EG, interview data).
Six of thirteen participants again noted in some way that they did not like their
middle and/or high school experience enough to want to go back to that environment
and teach. ZF, who has not decided on a career path, stated: “My high school
experience was okay. I mean, I didn't hate it. But it just wasn't the kind of place I
could see myself working in. And when I think about the horrible salaries ... I don’t
think I could ever teach for that amount, as I said before.” SB2 noted that he was
bothered by the lack of caring exhibited by many students and, in his opinion, many
teachers. “My experience in school was alright, I guess. But my school had lots of kids
... lots of my friends ... who didn’t care much at all about school or their grades or
whatever. And what was sad to me as I think back is that I don’t think that many
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teachers ... in my high school ... really cared that much either. I don't remember many
exciting days at my high school” (SB2, interview data).
This led to a related question regarding other influences on the participants
during their developmental and decision making time. Participants were asked if their
teachers and/or parents ever encouraged them to seek a career as a teacher.

Were you ever encouraged or discouraged by your teachers
to pursue a career in teaching?

The response was quite mixed, as indicated by the following responses
regarding how teachers encouraged them (or not):
"Some teachers openly complain about their salaries while others are so inspiring that
you can't help but want to follow in their footsteps. But I am not going into teaching
now - I have an interest in other things, but maybe I’ll teach later” (interview data, AC).
“I had a teacher who always did encourage me to become a teacher. He felt like I had
good communication skills and worked with others. But most teachers were kind of
neutral about it - they didn’t talk much about it at all” (interview data, SB2).
Participants in this study did not overwhelmingly indicate that teachers were more
positive than negative, or vice versa, when it came to speaking positively about their
profession or outwardly showing that they love what they do for a living.
A few other participants (3) noted that they had been in classes in which
teachers encouraged them to consider teaching, but they also cited other teachers who
were negative about their jobs in front of the entire class. One must wonder how this
mixed signal affects student career choices? Which influence is strongest? How much
might a positive teacher influence matter when the parents are not supportive of a career
in education?
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Were you ever encouraged or discouraged by your parents
to pursue a career in teaching?
Participant responses on their parents’ encouragement (or lack of) were also
mixed. A number of participants (5) noted that their parents would be supportive of
them if they decided to pursue a career as a teacher, but this did not necessarily mean
that parents encouraged their children to become teachers. They simply did not
discourage this. At least three participants specifically stated that their parents would be
supportive of any career path that they chose. Two participants mentioned that they
sensed some hesitancy from their parents when they talked about becoming a teacher.
Of the five participants planning to become teachers, three out of the five had
“encouraging” parents on this issue - that is, the participants stated that their parents
supported their decision to become teachers. The other two were non-committal when
it came to supporting the career choice or not. Iinterestingly, the two non-committal
parents were both teachers. If I had realized this during the interview time, I would
have pressed on for more detail. Is this indicative of other teachers, who may not want
their children to follow in their footsteps into the classroom? If so, why not?
The two participants who were undecided stated that their parents and families
seemed to support whatever career they would choose, but questioned, in both cases,
whether their parents really wanted them to teach (parents had not discouraged, but this
does not mean that explicit encouragement was provided). It seems that family and
school-based influences are critically important and worthy of more in-depth research in
and of themselves.
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How can we increase the number of Latino/a and
other teachers of color in K-12 public schools?
The overarching research question is “How can we increase the number of
Latino/a and other teachers of color in K-12 public schools?” Additionally, what role(s)
might educator preparation programs play in finding solutions to this problem? In the
spirit of these questions, I asked participants directly about what they believed the role
of educator preparation might be, and what can be done to recruit more Latino/a
students into the profession.
There are two responses that participants provided. While the general
recommendations the participants provided are not new ideas, some of their supporting
comments and individual perspectives are important to consider. Each of these areas is
described below.

Active recruiting must be done.

Recruitment programs have been in place for decades. Colleges and universities
have run recruitment programs for various majors on their campuses. In high school,
guidance counselors have sponsored career days and set up programs for recruiters to
meet the students during their junior and senior years of high school. The words of one
participant stood out: ‘'The easiest one I can think of is to start recruiting, in Spanish,
and in Hispanic neighborhoods. I’ve seen little to no interest from these kinds of
programs in the schools I’ve visited and the people I know. Recruiters can reach kids in
elementary, middle and high schools. This would be a start to build relationships and
let kids know what is out there for them. But other than that... I'm not sure” (AS,
interview data). This participant's response was somewhat representative of all
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responses, as each participant, in some way or another stated that straightforward
marketing and active recruitment of students was necessary. However, this participant
noted, upon elaboration of her initial response, a few critical points regarding
recruitment processes. When asked to expand on this question, the participant noted
that, in her opinion, recruitment does not reach far enough, and efforts need to be
sustained over time. This participant felt that many Latino/a students, especially those
in middle and high school, are not aware of all of their career options. They may not be
aware of the rewards of the teaching profession (not monetary rewards), but the intrinsic
value in working with young people and helping to shape their futures. Another
participant stated: “Actually target this area and spend more time and efforts to recruit
strong candidates - prioritize this area of recruitment, and no offense to you, but
recruitment efforts should be made by Latinos, or at least by a diverse team or group of
people” (AC, interview data). I chuckled at this response, and I recalled a similar
interview during a pilot study that led to this project. When I asked an AfricanAmerican student (a first-year student at the University) how I (as a white male) did
when I presented and recruited in a first-year seminar that included about 100 AfricanAmerican students and about 10 Latino/a students, she said, as politely as she could:
“Well, you didn’t do as bad as some other woman who came to talk to us” (pilot study
interview data). Again, I laughed at her response, but the meaning was clear:
Recruiters should also reflect the diversity that they seek. There should be a team
approach to recruitment, and that team must be diverse. Plainly stated, a “white guy” is
less likely to have as much success as a Latino/a recruiter if the target population for the
recruiting effort is Latino/a students.
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Any efforts to recruit middle and high school students must be a part of a serious
long-term recruitment and retention program. Those genuinely interested in
diversifying and building truly inclusive environments must explore ways to be sure
that active recruiting can be sustained. Efforts must be true, genuine, systemic, and
funded by a regular budget (not grant). One may ask: Is this realistic, or too idealistic?
One cannot be sure, but it may be required. For at least 30 years of recruitment projects
(as far back as my literature review explored) have been undertaken. Yet the National
Education Association (NEA) recently published (May 2006) a report indicating that
the numbers of teachers of color are down to the lowest point in 40 years. Obviously
minority recruitment programs are not having the intended effect. “Some 40% of all
public schools have no minority teachers on staff’ (NEA, 5/2006). Of course, we don’t
know the student population of these schools and what the racial/ethnic make up might
be, but nevertheless it is a troubling statistic.
In my personal recruitment efforts in one school of education, several personal
reflections are relevant to this research and have surfaced as areas of interest and future
research. I will make an analogy between minority recruitment programs (MRP) and an
academic degree program (ADP) with the purpose of illustrating what may be non¬
sustainability versus sustainability.
The ADP is sustained from year to year (over many years) in certain and
specific ways. First, and perhaps most important of all, an ADP is sustained financially
thiough the general operating budget of a school or college. ADP's can generally count
on being in existence year after year. Second, there is institutional knowledge and
systems that enable an ADP to continue operations regardless of changes in faculty.
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staff, or administration. For example, when new leadership comes into existence, the
ADP continues to operate. It may be re-evaluated and challenged to justify its
existence, but, generally speaking, a sound, quality ADP will be offered year after year.
Third, there will be faculty to teach in the ADP, and there will generally be support staff
to assist with advising, course registration, communication, etc. Staff members, by
default or by plan, become familiar with general programmatic operations, the big
picture of the program, and the day-to-day grind of making things work (the daily
details). Fourth, there is generally support for (or at least not an attempt to dismantle)
an ADP by faculty and staff who may not be interested or directly involved.
Additionally, the ADP may not be in the particular field of interest for many faculty
members, but their attitude is often something to the effect of “I don’t know much about
it, but if you are interested then more power to you.”
On the other hand, from researching the vast majority of Minority Recruitment
Programs (MRP), it has become clear that there are significant differences between
MRP's and ADP’s, and there are specific challenges and obstacles to success for these
MRP programs.
First, and again most important, MRP’s are not generally part of a regular
operating budget. They are “extras” and often funded by grants, seed money (and roots
may not grow), or discretionary funds that cannot be counted on from semester to
semester or year to year. Because of a funding source that is connected via a mainline
into a larger operating budget, an MRP may be on shaky ground from the outset.
Second, when leadership changes, there is no guarantee that such programs will
continue - at least, not if the program is funded by discretionary monies. Many

94

questions arise: What if the new leader does not value diversity? Who is responsible
for oversight and operations of an MRP? How is this person's position funded? How
much assistance is provided in terms of “other humans” who can extend into
communities to recruit? Who will attend career fairs? Who will go to middle and high
schools to develop long-term relationships and versions of “Tomorrow’s Teachers
Clubs?” Who will support and mentor students who decide to attend as a result of
recruitment efforts? Will their needs be met so that they will succeed? Will they be
assigned a mentor at the college/university? Will they have a public school-based
teacher of color as a mentor? ADP programs have built-in structures for advising and
support. How will the MRP’s do this? The third point above related to the faculty who
teach in the ADP. They are “substituted” for when on sabbatical. And when a course
must be taught and there are shortages, adjunct faculty can fill the void, at least
temporarily. What happens with the MRP? Also, if an MRP is funded by short-term,
finite resources, what happens when the money is gone? How can the program
continue? Consider the following hypothetical scenario: Imagine that the point person
for the MRP leaves because their position is no longer affordable in a regular budget.
Imagine that there is a year in which no MRP efforts are made - no bridges built or
sustained, no students of color receive the support and mentoring that they came for (do
they stay?), and other resources that were allocated to the MRP have also dried up.
Also imagine that in a year or two down the road, an eager faculty member finds
another grant to fund an MRP. One may exclaim: “Terrific, let’s bring our MRP
back.” But ... where is the institutional knowledge on the MRP that existed only two
years ago? Does it exist on the laptop computer of the former point person? What do
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staff members who assisted remember? Must all pieces be created anew’? What about
the bridges with the communities and schools? Have they all collapsed without the
regular maintenance required to sustain long-term collaborations? And I have not really
addressed perhaps the most important consideration of an MRP that is funded by finite
short-term resources - and that is “buy in” on an institutional level by all employees
(faculty, staff, etc.). If new funding sources resurface, will there need to be another
effort made in order to let all know; that diversity is important (again) and we are going
to try to run an MRP. Table 4.4 below was designed to help illustrate the differences
that have been described above.
Category
Funding Source

Who is in
charge?

Staffing

Other Resources

Support for Dayto-Day
Operations
How is it
institutionalized,
understood, &
internalized on
campus?

Minority Recruitment
Program

Academic Degree Program

Grants, seed money,
discretionary funds, & "extra
allocations” when permissible
Generally an “add-on”
responsibility for someone
(Faculty and/or staff) with
interest in Social Justice and a
desire for change
Use of staff already in place as
an “additional" responsibility, or
in some cases, a new person may
be hired
Office space is generally limited;
computers, fax, copiers, and
other technical support is limited

General operating budget of the college or school

Faculty member with direct interest and
investment in the program; also teaches courses
in the program

Regular and consistent staffing patterns are in
place; staff handle tasks such as dissemination of
information, registration, etc.

Low to moderate focus

Office space is prioritized; Computers and
technology needs are often assessed and
managed throughout yearly routines; monies
often part of line items in regular budget
High focus

Seemingly a very low level of
institutionalized effort

Highly integrated, part of the daily breaths of the
college or university as this is what sustains them

Table 4.4: Distinctions between Academic Degree Programs (ADP) and Minority
Recruitment Programs (MRP)
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The University of Massachusetts Amherst School of Education identified the
recruitment of minority teaching candidates as a priority decades ago. One piece of
history that helps to illustrate the above point relates to “A Blueprint for Action” that
was authored by then Assistant Professor Seth Kreisberg (1988). In the blueprint,
Kreisberg identified the goals and objectives of the project designed to increase
minority enrollment. It should be noted that the project received financial support
through a grant from the Massachusetts Board of Regents School/College Collaborative
Program. The goals, briefly stated, were to increase the numbers of minority students in
teacher preparation programs in the School of Education. Data from 1991-1992,
illustrating the Racial/Ethnic Data for teacher education candidates at UMass Amherst,
after three to four years of “recruitment,” indicated that of 792 students in basic teacher
education programs (total of active students at that time), 4.41% were minority
candidates, and only 2% identified as “Spanish-Surname,” the code for Latino/Hispanic
at that time. These percentages indicated no growth from the baseline data (of 1988) in
minority enrollment, even after a focused period of effort. Unfortunately, in this
specific real-life example, Professor Kreisberg died suddenly and the program
disintegrated. The program goals and objectives were archived, but the program did not
continue under new leadership. It appears that careful consideration must be given to
the development of any new program, with a keen focus on the sustainability of the
program in light of how personnel changes and other structural changes that might
impede progress over time.
Participants’ responses yielded a second theme with regard to the role that
educator preparation programs must play in the recruitment, preparation, and retention
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of teachers of color. The second theme is increasing access to higher education via
improvements to K-12 schooling and academic preparation of students of color.
Torres et al. refer to this concern as “Recruitment as a Preparation Issue"
(RAAPI ). In this case, it is not yet at the level of teacher preparation, but the
preparation of our K-12 Latino/a and other students of color in order for higher

education to become a regular reality. Earlier in this report it was noted that the
pipeline for teachers of color, including Latino/a teachers, has many holes that permit
attrition and students who either drop out in high school, or do not complete college.
RAAPI focuses on educational preparation of students of all backgrounds but especially
students of color. Vegas et al. (2001) noted that

.. most African-American and

Hispanic high school graduates with solid academic skills do enroll in college (but they
are not necessarily choosing teaching as their career of choice). The problem is that
many minority high school graduates have relatively weak academic skills, as measured
by 10th grade test scores” (p. 435). Torres et al. noted that improving the quality of
education across the k-12 continuum is a higher need than recruitment or convincing
candidates to pursue a career in teaching. This may not only be a higher need, but also
a prerequisite to long-term, systemic change and will enable recruitment efforts to bear
fruit. Recruitment and the quality of K-12 education appear to be interdependent.
In this study, several participants responded as one might expect at an early
point in their college careers - they mentioned that they simply did not know enough or
have the right type of experience to recommend what educator preparation programs
might do to help increase K-12 student achievement. However, a few spoke about the
need for better prepared teachers. For example, AS mentioned: “I think eliminating the
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language barrier is the biggie, but teachers also need to understand differences in
Hispanic culture versus white culture. For example, the responsibility of serving the
family seems to be a huge part of Hispanic culture, and often takes precedence over
individual achievement, particularly in school. That aspect of Hispanic life, among
others I am sure I am not thinking of, needs to be respected and accounted for by
faculty” (AS interview data). Another participant noted: “Teachers should encourage
progress and success for their students of color because often they just expect or assume
their students of color are not as academically capable as their Caucasian students”
(MP, interview data).
“They may not have the appropriate information to perform to their potential. It
may be harder for them if they don’t see other positive examples around them or, for
Latinos, if their parents are immigrants to this country and are not familiar with the
school systems, etc...” (EG, interview data).
One participant spoke somewhat passionately about the work that K-12 teachers
perform, and how it affected her in terms of simply having high expectations and
assisting with college planning. She said:
“I had a great teacher in high school who helped me in so many ways ... she
helped with me learning and doing better in school. She is probably the main reason I
made it to college because she could talk to my mother in Spanish ...teachers need to
talk to the parents of those students and inform the parents of the different options there
are for their kids. The students are already receiving the information in school, but ...I
remember that my mother did not want me to live on campus and because of that she
did not want me to go to a school too far away. But one of my teachers talked to my
mother in Spanish and explained to her everything - and then it was okay” (YE,
interview data).
It is clear from this response that a “linguistically similar” teacher was able to
communicate well with the mother and assist with this young woman’s career path.
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While we cannot expect educator preparation programs to produce bilingual and
bicultural teachers for every instance, we can expect our predominantly white middle
class preservice teachers to be well-versed in ‘'culturally relevant pedagogy” that
addresses the varied needs of the Latino students and other students of color.
What was learned from the participants? “Recruitment as a Preparation Issue”
(RAAPI) is one area in which educator preparation programs can assist. Educator
preparation programs do the important work of preparing K-12 teachers, and this work
must be continually improved so that future teachers, regardless of race, ethnicity, or
language, will be prepared to teach and work with the many and varied types of learners
they will meet in public schools.

Additional Analysis and Sorting of Data
Participant responses were sorted three broad ways in order to determine if other
patterns emerged. The three groups for this analysis were determined by sorting and
grouping the responses of those participants who planned on becoming teachers, those
who planned to choose a career outside of the field of teaching, and those who were
undecided at the time of the interviews.
The first sort provided a group of five participants who are planning to become
teachers. The responses of these participants were clustered together and analyzed.
While their responses did not show any significant pattern, there were a few interesting
comments and responses that are worth reporting. Of the five individuals planning to
become teachers, three identified as being middle class and two identified as coming
from a low-income background. Each reported their reason for deciding to become a
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teacher, and these responses could be summarized as having the desire to help children
and "give back" to the community. Salary was not mentioned as an attractor by these
individuals, although three of these five participants indicated that they would be
satisfied with their earnings. The remaining two shared some concerns about being able
to afford housing and raise a family without additional income, although these concerns
were not severe enough to warrant a career change at the time of the interviews.
Of the five, four were working on degrees and licensure to become elementary
school teachers, while the other was planning to teach Spanish at the middle or high
school level. All of the five planning to become teachers are Latina.
Of this group, as mentioned earlier, the parents of two were teachers, and these
parents were non-committal in their support of their children’s decision to follow their
footsteps and pursue a career in teaching. While this is not necessarily a significant
finding, it does raise questions for future research. That is, are some teachers doing a
disservice to the status and prestige of their own field when they do not support their
own children pursuing careers as classroom teachers? This may be an area for future
research. Other analyses of the five future teacher's responses yielded no significant
patterns or findings.
An analysis of a second group was also done. The responses of the six
participants who were not inclined to pursue a teaching career were analyzed as a
group. Their self-identified socioeconomic classes were balanced from low income to
upper middle class income levels, indicating no pattern or conclusive evidence. As a
whole, this group did accurately identify the average teacher’s salary when asked, prior
to the question about the role of salary in their decision-making process. Also, each
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member of this group cited the relatively low salary as one reason for looking into other
careers. Two of the six participants noted that they also simply had no desire to work
with children or adolescents. No clear patterns or trends emerged from the data
provided by this subgroup.
Finally, the responses of those participants who were undecided on a career path
were analyzed. There were only two participants in this subgroup, and no significant
patterns evolved from this sorting and analysis of data. This subset was simply two
small to claim any patterns or emergence of themes.
It appears that the idea of giving back to one’s community was generally noted
across all sub-groups, yet how this might play out according to how each individual
might live his or her life was different. Some participants, especially those who planned
to enter the classroom, viewed a career in teaching as the vehicle for giving back. Other
participants noted that although they did not plan to become teachers, they felt some
desire to give back to their community. However, the method for giving back was not
specified. It seems important to note that giving back to one’s community is important,
and it is equally as important to note that there is no single correct way to do this.
Teachers of color hold great promise for improving the academic and affective
well-being of students of color. The recruitment and retention of teachers of color into
teacher education programs represents one promising way to enhance academic
achievement among minority students. The data provided by the participants and the
reflections of this researcher have led to a series of recommendations to be addressed in
the next chapter.
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CHAPTER 5
CONCLUSIONS
This research offers a small but significant contribution to the literature on
recruitment of Latino/a and other teachers of color. However, there is no panacea for
the problems that currently exist. That is, public schools currently have low numbers of
Latino/a teachers, and the types of recruitment and retention programs designed to
attract Latino/a or other teachers of color have not had great success in addressing the
issue. Educators and policymakers must understand the research on teacher recruitment
and retention, especially as it pertains to teachers of color. Collaboration between
policymakers and educational researchers must continue to grow and strengthen in
order to take positive steps toward diversifying the teaching force. Much has been
learned about recruitment, preparation, and support of students of color, especially
Latino/a students, as they consider career options, including the possibility of entering
the field of teaching. Dissemination of what has been learned can have a positive effect
on the educational system, and it is time to begin to balance the teaching force so that it
comes closer to matching the diversity of the K-12 student population. In this chapter,
several conclusions have been drawn, each with a link to the conceptual framework that
underlies this research and with a special regard to policy implications.
The conceptual framework for this research was developed by examining
various career choice theories, and then a model was forged based on the perceived
strengths and weaknesses of each model. A summary of the conceptual framework is
provided below, as a quick reference. Refer to chapter two for a detailed explanation of
the conceptual framework.
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Career choice theory and teacher recruitment and retention research must both
be considered if the diversification of the teaching force is to occur. Currently, career
choice theory' and recruitment and retention models do not parallel each other closely
enough so that recruitment and retention programs can fully achieve their intended
goals, especially when it comes to recruiting Latino/a and other teachers of color. One
missing component of recruitment and retention programs appears to be the lack of
clear focus on the nature of the work of teachers when recruitment programs are
designed and implemented. The conceptual framework for this research, as it pertains
to career choice theory, describes the importance of the individuals truly understanding
the field they intend to enter. In the case of teaching, this is missing. Candidates are
offered the "carrot" to enter the classroom, often in the form of loan reimbursement,
bonus programs, or housing assistance, to name a few incentives. However, these
incentives do not help in developing an understanding of the career itself, and for those
who do end up entering the classroom, these incentives cannot make the candidates
enjoy their work. Thus, when candidates are thrown into the very difficult situations in
which beginning teachers often find themselves, they become overwhelmed. The sheer
shock of the work can be too intense and too overwhelming for those who do not
anticipate the challenges of the work of teachers. If one is not prepared for the intensity
and types of challenges that America’s teachers face, then the desire to face these
challenges directly may be lost, and other career options quickly become attractive. For
those teachers who hold college degrees with specific content backgrounds such as
math or science, the likelihood that they leave the classroom may be even greater.
Their situations are compounded by the fact that their specialized math or science
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degrees could enable them to earn salaries that are significantly higher than what they
were earning as teachers.
The conceptual framework for this research stems from the theory that any
teacher recruitment model must include an in-depth component that truly educates the
potential candidates about the field of education, and more specifically, about the dayto-day work of teachers in public schools. There appears to be a public perception that
the work of teachers is simply 180 days per year with daily hours from 7:30-2:30, or
some approximation of that time frame. This may lead to a false perception. What is
not discussed enough are the daily realities that teachers face in many of our public
schools. Additionally, many common views of teaching are those that are gleaned from
the movies or television, those in which teachers are portrayed as heroes, and an
underlying message that is sent is that all teachers must become one of the heroes in
order to make a difference. This may lead to a second false perception; that is, that to
be an effective teacher in the twenty-first century, one must become a hero. Moore
(2007) is a high school teacher who feels strongly about this public perception of
teachers and how the movies portray them:

“Every year young people enter the teaching profession hoping to emulate the teachers
they've seen in films. (Maybe in the back of my mind I felt that I could be an inspiring
teacher like Howard Hesseman or Gabe Kaplan.) But when you’re confronted with the
reality of teaching not just one class of misunderstood teenagers (the common television
and movie conceit) but four or five every day, and dealing with parents, administrators,
mentors, grades, attendance records, standardized tests and individual education plans
for children wdth learning disabilities, not to mention multiple daily lesson plans — all
without being able to count on the support of your superiors — it becomes harder to
measure up to the heroic movie teachers you thought you might be. I don’t expect to
be thought of as a hero for doing my job. I do expect to be respected, supported,
trusted and paid (emphasis added). And while I don't anticipate that Hollywood will
stop producing movies about gold-hearted mavericks who play by their own rules and
show the suits how7 to get the job done, I do hope that these movies will be kept in
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perspective. While no one believes that hospitals are really like “ER” or that doctors are
anything like “House.” no one blames doctors for the failure of the health care system.
From No Child Left Behind to City Hall, teachers are accused of being incompetent and
underqualified, while their appeals for better and safer workplaces are systematically
ignored. Every day teachers are blamed for what the system they’re just a part of
doesn't provide: safe, adequately staffed schools with the highest expectations for all
students. But that’s not something one maverick teacher, no matter how idealistic, perky
or self-sacrificing, can accomplish” (Moore, 2007).
As this quote helps to illustrate, the public perception of the work of teachers is often
inaccurate, and it leaves those considering a career in teaching wondering if they have
what it takes to be a hero, or one who is worthy of accolades and high status, or just a
run-of-the-mill teacher who does not have the respect of the general public.

There are other facets of schools and the work of teachers that are not clearly
understood by those considering a career in teaching. For example, with new
accountability measures most often in the form of high stakes achievement tests across
most grade levels, teachers are faced with increased pressures to have all children
perform at very high levels. What is not often discussed are the obstacles to higher test
scores and more qualified high school graduates. In many school systems, poverty and
unstable home lives play constant roles in children’s lives and do affect achievement.
Those entering the field need to have a deep understanding of these issues and the
broader policy context that affects the day-to-day work of teachers and the high levels
of accountability as required under No Child Left Behind.

The uncertainty of school budgets is also problematic. School budgets are at
the whim of legislators, mostly at the state and local levels, and when the budgets
tighten, programs such as art, music, and physical education are often the first victims
of monetary constraints. These programs have powerful positive impacts on the
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learning and development in children, and they play the important role of educating the
whole child. Additionally, when programs are cut in elementary schools, this is a
mixed blessing for classroom teachers. The teachers have more time to spend with
children, but they also have less time to plan, revitalize, and prepare to make the most
out of the instructional time that they do have with children. Those entering the field
need to develop a sound understanding of school operations and school culture before
they commit to entering their own classrooms.
In the following sections, specific recommendations are provided for educator
preparation programs, including: marketing the field of education; active recruitment
processes; diversifying college faculty and staff; developing sound mentoring and
support systems on campuses; assistance with financial support; and increased
collaboration with K-12 partners and policymakers. Each of these recommendations is
discussed, including the link to the underlying conceptual framework for this research.

Market the Field of Education
First, educational professionals and policymakers must work together to
market the field of education. The low status and often negative public perception of
teachers cannot be ignored, and the participants in my research clearly indicated that
low status and lack of prestige of teaching were detractors for them. As a profession,
educators must continue to highlight what teachers and schools do well, and appropriate
use of data can assist with this task. Regularly publicized highlights on student
achievement data, dropout data, and rates of student enrollment in higher education
programs would be a nice way to begin this process. One may recall the “The More
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You Know" television commercials. These were Public Service Announcements made
popular in the 1990's. This type of regular mass media broadcasting can assist with the
image problem of schools and teachers. One current group that is committed to raising
the status of teachers is Teachers Count, which has a website at www.teacherscount.org.
Their mission statement includes the following: “Teachers Count is a 501(c)(3) non¬
profit organization whose mission is to raise the status of the teaching profession and
provide resources to the education community. Using a public service announcement
national ad campaign and related initiatives, Teachers Count is working to create a
permanent culture of teacher appreciation in the United States” (2007,
http://www.teacherscount.org). The cause of this group is a noble one, and it is already
established. However, there does appear to be a need for this group to reach out to a
broader market. At this point, their advertisements are limited to publications under the
sponsorship of Time, Inc., and the audience of here may likely be the small minority of
individuals who already support teachers - that is, Teachers Count may be preaching to
the choir.

It will take time, but campaigns such as this can begin to shift the status of

the profession and increase the prestige of teachers. The monetary cost of this type of
advertising should be weighed against the cost of not improving the image of schools
and teachers. While it may be trite, it is true that every doctor, lawyer, engineer (there
is really not a bad example) would not be where they are now if not for teachers.
If the status and prestige of the teaching profession rise, then it may be possible
to make a case for higher salaries, compensation packages, and other benefits for

I

teachers. The public needs to know that teachers are succeeding at the critical bottom
line: raising student achievement for all students, regardless of race, class, or ethnic
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background. Student performance data that illustrates that many schools are doing well
and that achievement gains have been made must be readily available to anyone who
desires it.
Schools are quickly criticized in the press for any number of small failures and
public relations nightmares, and vivid illustrations resurface periodically to highlight
what is not working in some places. For example, the inner-city schools with poverty,
violence, high-drop out rates, and low achievement are often thrust into the spotlight.
We hear about these situations often enough to make the common layperson believe
that the schools and teachers have failed - again.
Legislators, higher education programs, and teachers' unions could play an
important role in the marketing that is necessary for public perceptions to shift. From a
simplistic point of view, marketing the field can play the role of raising awareness that
high quality teachers are needed. The raised awareness can lead to more individuals
spending more time exploring the realities of teaching in order to make an informed
career decision, which aligns with the conceptual framework of this research. The
'‘apprenticeship of observation,” as noted by Lortie some thirty years ago, is difficult to
overcome in terms of how people view the work of teachers. Teaching is a career that
is observed daily by students from kindergarten through high school, and as such, is
very unique as a career in that way. The internal struggles, the hours before and after
the classroom hours, the professional development, the challenges with individual
students and parents, and the details of the working conditions are hidden from the view
of the students during the “apprenticeship of observation.” As such, this time spent in
school does not truly represent the work of teachers in a way that can help individual
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students develop a fully accurate picture of the work of teachers. Teaching is much
more than the delivery or facilitation of lessons. The work of teachers must be fully
understood, and at the same time, the marketing of the profession can assist in elevating
the status of the profession so that individuals may be more inclined to pursue a
worthwhile career in education.

Active Recruitment on and from College Campuses
Second, educator preparation programs must actively recruit, and this may begin
with sound advertising and specific outreach on college campuses. There are some
straightforward recruitment efforts that should not be overlooked while education
preparation programs also consider much bigger and more complex recruitment
obstacles. When asked, “What can educator preparation programs do to recruit more
Latino/a students into teacher education programs?” one participant snipped quickly:
“Uh, how7 about advertised in a sarcastic tone, raised eyebrow, and with a sly smile.
This particular participant clearly spelled out her concerns, and her response was
echoed in various ways by at least five other participants. This participant proceeded to
describe her experience and journey toward becoming a teacher. She described how she
learned about the process, courses, the teacher preparation program itself, course
requirements, practicum requirements, and teacher testing requirements. In her
experience, she did most of this work and searching in a solo fashion, and she appeared
to be somewhat surprised at my question and what she thought was an obvious answer.
She went on to indicate that she had to learn about teaching programs on her own and
seek them out on her own. She indicated that her friends who are Latino/a, who might
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possibly have an interest in teaching, did not know where to go for advising and
information. In this particular situation, the teacher preparation program was located in
an “out of the way’* area at the edge of campus - some students did not even know' that
the School of Education, with many different types of educator preparation programs,
existed.
On the topic of active recruiting, there are straightforward advertising
techniques that must not be overlooked. Preparation programs must re-evaluate the
costs and benefits of well-designed, colorful, and creative brochures that can be
distributed both widely to all corners of campus, but also individually targeted to
Latino/a students on campus. Additionally, while there are many benefits to the use of
well-designed websites which can provide relatively inexpensive, thorough, and
accurate information to advertise programs, it is recommended that this be used
cautiously. Without proper support, websites can be difficult to maintain, and if not
truly well-designed, they may lead to more confusion and lack of interest.
The value of a personal, one-on-one connection and the “human” connection can
make a world of difference in terms of where students decide to attend college, how
they perform in college, and whether or not they remain in college until graduation.
The value of one-on-one connections must not be lost. Active recruiting must include a
team approach, and the recruitment team must be representative of the diversity it
wishes to attract. Current students of color should be invited to play a role in
recruitment efforts. A system in which student recruiters become the peer mentors of
incoming students of color can work if resources are well-utilized.
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Active recruiting also means that recruiting is always occurring and is present in
all that is done. For example, from within the educator preparation program, each
student, faculty member, and staff member is an ambassador for the program, like it or
not. Potential students are watching and noticing how the members of an educator
preparation community conduct themselves. Potential students are hearing the words
that are spoken, the actions taken, and the beliefs that are espoused. Therefore, for
those situations in which a potential student of color might interact with a person from
an educator preparation program (outside of a formal recruitment effort), what is this
experience like for the potential student? Is it comfortable? Does the experience reflect
competence and credibility on the part of educator preparation program? Might the
potential student’s “antennae" be raised by having such a positive experience with a
“teacher education" person that the entire profession is highlighted? Active recruiting is
always occurring as educators must be ambassadors in higher education, for the
teachers in K-12 schools, for our state departments of education, and perhaps most
importantly, for K-12 teachers who have a profound impact on children each day.
Active recruitment programs should also be developed according to what is
known about the sociological perspective on career choice. For example, as programs
seek out the individuals and entice them with extrinsic motivators, the recruitment
programs must also include a strong focus on what a career as a teacher actually means
for these individuals. As stated earlier, having current teacher preparation candidates
and public school teachers involved in this process is critically important because their
voices can articulate the experience of being a student in teacher education and the
perspective of current teachers who are living and experiencing the career itself.
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As educator preparation programs consider the incentives to attract Latino/a
students and other students of color once they have arrived on campus, the
implementation of an introductory course, that satisfies a credit requirement for
graduation, should be seriously considered. Offering such a course to first-year students
could provide a win-win situation in that the students would earn college credit, while
the educator preparation program would be offering a general education course that
introduces students to the realities of public schools, the work and lives of teachers, and
the broader sociopolitical context within which public schools must operate.
Additionally, the students would have the opportunity to gain a deeper understanding of
schools, whether or not they consider a career in teaching, and this knowledge of
schooling can only help to address the problems that arise due to misconceptions about
how schools operate and the role that teachers play. As misconceptions are addressed,
or perhaps avoided, the viewpoints that individuals hold about schools may be shaped in
a more positive way, enhancing the status of schools and teachers in the public sphere.
Another important recruitment component that can extend from educator
preparation programs and into the wider community are programs designed to educate
and recruit middle and high school students into the field of teaching. Sometimes
referred to as Tomorrow's Teachers Clubs, these initiatives can help young students
learn about the work of teachers at an early age. This type of program must be part of a
sustainable long-term effort if it is to be successful. It must be sustainable in order to
meet the needs of the target groups of students. For example, if a relationship is
established between an educator preparation program and a school district, with the goal
of creating a Tomorrow’s Teachers Club in which eighth grade students of color are
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members, the work is only meaningful if it can be sustained at least until this group of
students decides which college or university to attend. If the student chooses to attend
the college that sponsored the Tomorrow’s Teachers Club, then the relationship must be
sustained and strengthened during that student’s time at the college - this is the
mentoring and support component that is vital for the success of recruitment and
retention programs. In a later section, the concept of sustainability will be discussed in
more detail. Tomorrow's Teachers Clubs can play an important role in helping
adolescents to develop their own understanding of the work of teachers, which has been
repeatedly cited as the missing component in the conceptual framework for this
research.

Diversifying College Faculty and Staff
Third, a specific effort to diversify the faculty and staff must be made, ideally as
a prerequisite, but at a minimum, concurrently with efforts to recruit teacher education
candidates. In order to recruit and retain minority candidates, educator preparation
programs and Schools of Education must diversify their faculty and staff. This is a
finding from my research but also in other research. Nine of 13 interview participants
indicated that seeing someone from the same race/ethnic background, when seeking
information in order to make a decision affecting their career and program of study, was
comforting and helpful and made them less defensive. One student described her
experience of when she met with a white advisor about becoming a teacher: “I was
seeking information on what I needed to do to become a teacher. But it was all made
out to be so difficult, and then I was asked if I thought I could pass the teacher tests, and
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I was reminded of how difficult they are. I left and wondered if a white student would
have been asked the same question” (YE, interview data). It also raises the question of
what an advisor of color may have said in the same situation. There does not appear to
be extensive empirical research done on the relationship between advisors and advisees,
but a 1988 study by Case et al. indicated a strong correlation between minority student
enrollment in teacher preparation programs and the number of faculty and staff who
identified as being from a minority group. At the University of Massachusetts Amherst
this correlation is upheld, as the percentage of faculty members of color and the
percentage of teacher education candidates are both relatively low. There is a link to
the conceptual framework as each student should have the opportunity to learn as much
as possible about his/her career options through the assistance of advisors and/or faculty
members. The likelihood of this happening may increase if there were more diverse
college faculty and staff members, and students of color were able to establish and
maintain a relationship with them.

Mentoring and Support Systems on Campus
Fourth, efforts must focus on mentoring and support of students who enroll in
programs. Again, this must include a specific effort to diversify the higher education
faculty and staff who provide the invaluable personal connections to students. For
example, effective mentoring systems must include the personal contact - not simply
email, phone, and communication through various print media. For the students of
color interested in teaching, one interesting mentoring model might include ‘‘buddy”
systems which pair current students with minority teachers from the public schools that
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serve as preparation sites for the pre-practica and practica. In our current information
age and the movement toward more and more electronic systems for tasks such as
advising to other processes such as course registration, those in leadership positions
must be cognizant of the human-to-human interactions that can sustain students during
difficult times. It can be argued that all students, minority or not, will not only benefit
from advising, mentoring, and support systems that provide a personal connection, but
they are much more likely to flourish as students, young adults, and future teachers. In
the specific case of advising for minority candidates, my research indicated that
minority candidates do indeed feel more comfortable, and more likely to seek advising,
from “same-race” advisors. All students, not only minorities, can benefit from courses
taught by minority faculty. In any case, the environments must be inclusive, and in the
current state of affairs, the majority “white” faculty and staff must continue to address
their own understandings of students from various racial and ethnic backgrounds.
Aligning with the conceptual framework for this research, mentoring systems
should include assisting first-year students in arranging internship experiences in local
schools. While many students enter college knowing that they want to teach, there are
simply far too many students who do not have solid career plans in their sights. Early
internship experiences, at least for general education credit, can be the difference that
entices some to choose a career in teaching, and it also affords students the opportunity
to rule out a career in teaching during the early stages of their college career. In our
extremely competitive global society, the field of education must be able get in the
game early in order to attract some of the best of the best into a rewarding career.
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Students must have the opportunity to experience the reality of teaching early in their
college careers.

Assistance with Financial Support
Educator preparation programs must play important roles regarding financial
assistance. Programs must provide a helping hand and work with students to locate
scholarships, financial aid, and other types of financial incentives to assist with the cost
of higher education. Many students simply are not aware of where to search for
information, and first generation students of color may not have an understanding of
various institutional systems and how to work effectively and efficiently within those
systems. Many levels of bureaucracy often stand between students and the money
available to support their education. Advisors and mentors should be aware of
institutional processes so that obstacles can be identified quickly and be removed or
circumvented. While processes for all students should be streamlined as much as
possible, it is important to be able to help students work within current structures,
however complex those structures may be.
Additionally, educator preparation programs must be continue to be creative in
finding ways to offer their own scholarships, financial aid options, and assistantship
opportunities for students of color. One example of being creative can be found by
looking at the College of Education at Penn State University, where a high priority has
been place on need-based scholarship endowments. A Trustee Matching scholarship
program has proven to be successful in sending financial support directly to students
with demonstrated financial need, and the College is continuing to make headway in
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establishing new trustee scholarships. Since 2004. approximately S605,000 dollars
were raised and were used to sponsor ten new trustee scholarship endowments (PSU
Report. 2006). The College of Education at Penn State also shifted its processes for
how scholarship money from endowments is distributed. Past efforts simply put the
distribution decisions in the hands of department representatives. Now, however, the
responsibility for allocation of funds is shared by the Director of Multicultural Student
Services and the Associate Dean for Undergraduate Programs. This system allows for
the promotion of equity in terms of how scholarship money is distributed and allows for
the College to pay closer attention to diversity concerns. These ideas are worthy of
serious consideration by institutions contemplating ways to assist students with the
financial burdens of attending college.
It is important to remember that incentives are necessary but cannot be used
without also implementing the components of recruitment that affect a student’s ability
to function well once he/she has arrived. That is, all mentoring and support systems
must also be in place if students are to succeed once they begin.

Collaboration: With K-12 Partners, Community Colleges and Policymakers
Educator preparation programs at four-year institutions must take the lead in
collaborating with various stakeholders in education. Bridges must be built and
sustained with K-12 partners, community colleges, and policymakers. In this section,
collaborations with various groups will be discussed in terms of what actions each
partnership should undertake and sustain in order to attract, recruit, and prepare Latino/a
students and other students of color.
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Educator preparation programs must continue to work with policymakers and K12 partners to increase salaries and compensation for teachers. There are two primary
goals for these partnerships: first, development of policy geared toward increasing
teachers’ salaries; and second, research on student achievement and teacher quality.
Educator preparation programs obviously do not have any direct influence on teacher
salaries, but through continuing education and partnerships with K-12 and policy
makers, higher education programs can play a critical role in bridging gaps between
policy and practice. Second, as policymakers are seeking more and more data to
support the decisions they make on where to focus spending, educators must continue to
gather useful data on school and teacher performance and how this relates to student
achievement. Policymakers do have a right to ask for results when allocating money,
and educators must meet the challenge by providing valid data. Educator preparation
programs can use the expertise of faculty members to design research instruments,
collect performance data, and work with policymakers to evaluate data when spending
decisions are being made. Higher salaries may come in due time, but only if there is
sound evidence that the teachers are making the difference they claim to make - that is,
students are achieving, and schools are meeting the various measures of accountability.
The two goals of this first type of collaboration - working for higher salaries and
being a research partner with policymakers - are tightly linked. Policymakers who are
making spending decisions need valid data to support their positions. It is difficult to
ask for more money when the intended recipients of that money have not been held
accountable for their work. This is not to say that teachers do not deserve salary
increases, but it is to say that results matter and the policymakers and the public have

the right to see valid performance data that substantiates the claims of effective teaching
and high achievement by all students. Salary is a factor that influences how many
individuals choose careers, but it must be remembered that minority students in general,
and Latino/a students from this study in particular, often come from low socio¬
economic backgrounds, and a career in a field that does not compensate well is not
going to be well received. Salary is important.
Collaborations between educator preparation programs at four-year institutions
and community colleges should also be established and sustained. High percentages of
minority candidates enroll in community college programs as their first step toward
higher education. Haberman noted that 54 percent of Latino/as who pursued higher
education began in community colleges (1989). Fry (2003) more recently noted that
Latino/a a similar enrollment pattern: “About 44 percent of Latino 18- to 24-year-old
undergraduates attend two-year institutions compared to about 30 percent of white and
African American undergraduates in that age group.” Haberman also noted that
community colleges had success in assisting these students with the transition to
college, and therefore, community college may be an appropriate place to begin teacher
preparation, or at least begin the recruiting process. However, there are some striking
statistics regarding Bachelor’s degree attainment, which highlight the need for increased
collaboration between community colleges and four-year institutions: “The
concentration of Latino undergraduates in community colleges likely contributes to the
difference in bachelor’s degree attainment between white and Latino high school
completers. Undergraduates aspiring to a Bachelor’s degree are much more likely to
obtain a Bachelor’s degree within six years if they begin their education at a four-year
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college rather than a two-year college. For example, 26 percent of recent high school
graduates aspiring to a Bachelor's degree had a Bachelor's degree within six years if
they began at a community college. Over 62 percent of similar Bachelor's degree
aspirants had a Bachelor's within six years if they began at a four-year college” (NCES,
2002b). While it could be said that high school guidance counselors should direct more
Latino/a students directly to four-year institutions, the above statistics indicate a need
for clear articulation agreements that not only assist community college graduates with
admission and transition to a college or university, but also assists with admission to
specific teacher preparation tracks within the four-year institutions.
Collaboration with K-12 partners has always been vital to the success of
educator preparation programs, especially as the collaborations relate the student
teaching components of teacher education. However, partnerships can extend beyond
the student teaching component to include programs such as the Tomorrow’s Teachers
Clubs, which was described earlier. Higher education and K-12 partners could also
work to bring middle and high school students to campuses for field trips,
performances, and orientations to the various offerings of the college. There is potential
for much more in the collaboration than simply arrangements for student teaching, and
the benefits can extend both toward K-12 and higher education.

“Institutionalizing” the Commitment to Diversity: Leadership, Allocation of
Resources, Collaboration, and Evaluation
"Policies and programs in the past that have focused on structural and
institutional barriers remain impotent without an understanding of the importance of
history, culture, community attitudes, and expectations shaping career choice, including
the decision to embrace or eschew the teaching profession'’ (Gordon, 2000 p. 4).
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With an underlying conceptual framework that highlights the importance of
truly understanding the work of teachers, the complementary component of
understanding the individuals we want to recruit is also vital. Educator preparation
programs must value the history, culture, attitudes, and expectations of the students of
color they hope to recruit. In order to demonstrate a commitment to understanding
Latino/a and other students of color, institutions must have an appreciation of diversity
woven into the fabric of their people and programs.
In educator preparation programs, there must be leadership from the top
balanced with leadership from within the ranks if efforts to diversify are to succeed.
Leadership from the top cannot afford to not prioritize efforts to recruit a more diverse
pool of teacher education candidates - if, in fact, they are truly committed to the ideals
of diversity. This commitment must be a carefully crafted and perhaps top-down in
many ways. There must be not only ‘'buy-in” from faculty and staff, but more
importantly, there must be ownership of the commitment to diversity. This ownership
will enable leaders from within the ranks to move forward with recruitment, mentoring
and support, and retention in teacher education programs. As stated earlier, the idea of
institutionalizing this effort is at the heart of what diversity means and encompasses.
Allocation of sufficient resources to support diversity initiatives is an absolute.
This may indeed mean that something else may need to be sacrificed, and
extraordinarily difficult decisions must be made when budgets are developed.
True collaboration, including participation of higher education faculty members,
staff, students, and K-12 partners is vital. Institutional efforts must take care to build
the network with a core of representatives from minority groups. While this may seem
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obvious, it is critical, and planning and action will only be successful with input from
the groups involved. Minority candidates must actively participate in developing the
agenda and carrying out activities.
In this researcher's personal experience of working on recruitment for one
teacher education program, there was much energy, action, and effort, but not results.
This is precisely the type of program that loses the interest and focus of faculty and staff
and is disheartening to students of color who participate in the recruitment efforts.
There must be a carefully blended balance of a “top-down” to “bottom-up” mandate for
diversity so that ownership can be truly in place for all members of the institutional
community. Particular challenges lie in so many places - for instance, many in our
institutions define and value diversity in very different ways. How can we achieve a
unified definition and move toward a more fully “inclusive” environment? While the
focus of this research has been on increasing the number of Latino/a candidates for
teaching positions, we must continue to ask, “How can leaders work toward diversity as
an all "inclusive effort rather than an effort to focus on solely on recruitment of
Latino/a or African-American students?” In efforts to enhance the diversity of our
teaching force, we must continue to educate all - from our university faculty and staff,
to our K-12 community of teachers and parents. This is social change through
education, and efforts to recruit will not succeed without parallel and ongoing efforts to
educate, prepare, and develop support systems for the students recruited into educator
preparation programs.
As cited in chapter two, the L2MTP in California has been successful because of
institutional commitments to diversity, and this program aligned with the conceptual

framework outlined in chapter two. There are a few reasons why individuals have been
successful and the L2MTP model continues to graduate Latino/a teachers. First, the
paraprofessionals enrolled in the L2MTP program understood the work of teachers
because of their daily work in schools. They already knew that teaching was a “match”
for them. With this component already in place, the program developers did not have to
work too hard to enhance this understanding and work to identify appropriate
candidates. Second, there were appropriate incentives in place that enabled the
individuals to afford a college degree. Finally, mentoring and support systems were in
place. These systems included careful advising systems, assistance with childcare
arrangements, careful attention to logistics in terms of where courses were offered, and
other supports. These three components, along with an institutionalized commitment to
diversity that has led to the L2MTP program becoming institutionalized, have led to the
successes of the program.
Finally, program evaluation is important. Evaluation plans and procedures must
be built into the effort to “institutionalize” a minority recruitment and diversity
program. At the outset, a timetable that includes specific goals and objectives, ideally
based on sound baseline data, is essential. The baseline data can provide a comparative
point for subsequent program evaluation to be completed on a regular basis.

Suggestions for Future Research

This research has uncovered what appear to be two critical flaws in current
recruitment models. First, most recruitment models fail to help potential candidates to
gain a thorough understanding of the work of teachers. Second, very few recruitment
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programs are systemic in nature and therefore lack sustainability. Future research
should focus on critical analysis of recruitment models, including detailed analysis of
the following, as there are several questions that are important to consider.
How are teacher recruitment models enabling potential students in their
understanding of the work of teachers? If this is happening, how is it sustained over
time? Additional questions should include:
•

What are the attitudes of the highest level administrators who are in charge of
the funding sources that fuel the model?

•

How do administrators define and in what ways to they value diversity?

•

Is there a high priority on the value of diversity such that administrators
prioritize appreciation of diversity?

•

Or do the many other issues, from budgets and programming, to regulatory
reporting, grant work, and research consume the priority and energy of
administrators who must lead the charge on recruitment efforts?

Broad surveys coupled with in-depth interviews may be able to uncover systemic
problems around the many issues that programs and program administrators face. In
some cases, constant and immediate fires that need “putting out” and require vast
amounts of time and energy from administrators simply disrupt institutional efforts to
build in a systemic recruitment model. Even when all intentions are good, the efforts
may not produce the desired results. When an administrator is faced with many other
problems, budget concerns, and top-down mandates for his or her school, how can
he/she focus on what may be viewed, unfortunately, as a “nice extra” (diversity)?
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From this researcher's perspective, recruitment models are inextricably woven
into the fabric of the institution. Beliefs determine attitudes which determine behaviors.
If beliefs and attitudes of top-level administrators do not truly indicate a commitment to
diversity and a diverse teaching force, then teacher recruitment models intended to
diversify the teaching force may only survive for a short period of time (a few years or
until the grant funding disappears) and successes will be relatively modest.
A second area for additional research includes an examination of the internal
support systems that are built prior to recruiting students of color.

What types of

support models are likely to be effective? We must research what effective support
systems should include, and this should incorporate a detailed analysis of what works
for students of color, from the students' perspectives. Students of color value
faculty/advisors of color; therefore, an important question is: How have teacher
preparation programs diversified their faculty?
Third, a close examination of the funding sources for various minority
recruitment programs (MRP) may help to shed light on why the same call for teachers
of color is being heard over and over again. In chapter four, it was hypothesized that
the revenue stream for MRP’s must somehow be “guaranteed” for a long term period,
perhaps a minimum of 10 years? How can a recruitment program be truly
institutionalized if efforts are only sustained for 3 years because the funding has been
exhausted? This is certainly not enough time to build a meaningful relationship with a
K-12 partner for a Tomorrow’s Teachers Club, a community college/articulation
agreement, or with K-12 schools to establish programs for paraprofessionals over the
long term. It must be remembered that these preparation programs can take 4 years or
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longer. Some grants may not even see some of their “recruitees” through the first half
of their program. What happens to these candidates? Do they complete and become
teachers? Do they manage it all on their own? Did their mentor/advisee disappear
because the MRP dissolved? All of these questions can be explored and studied to
examine the impact of the type of funding structure.
A fourth area of focus for future research may be on “culturally relevant
pedagogy” (CRP) and the extent that CRP is integrated and taught throughout a teacher
preparation program. This is important because it addresses the issue of preparing
future teachers to reach and teach all children, thus working to address the achievement
gap, dropout rates, and access to higher education, particularly for the students of color.
Ladson-Billings (1995) defined culturally relevant pedagogy as “a pedagogy that
empowers students intellectually, socially, emotionally, and politically using cultural
referents to impart knowledge, skills, and attitudes. These cultural referents are not
merely vehicles for bridging or explaining the dominant culture; they are aspects of the
curriculum in its own right” (p. 18). Research could focus on the extent to which CRP
is present in a preparation program. As researchers tackle the larger question of how to
increase the number of teachers of color, educator preparation programs must enable
and empower our K-12 students of color, many of whom may be culturally
disadvantaged or labeled ”at-risk,” to have greater opportunities to access higher
education and teacher education programs. Educator preparation programs must
increase their focus and prepare future teachers of all races and backgrounds to teach all
children effectively. The results of this effort may be immeasurable and very difficult
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to quantify in terms of how many K-12 students of color proceed to careers in teaching,
but it is not without merit.
A final recommendation for future research focuses on obtaining the recruitment
recommendations from current Latino/a teachers and other teachers of color. Questions
may include the following:
•

What attracted you to teaching?

•

Was language a barrier for you, and if so, how did you overcome this barrier?

•

What types of influences did you family have on your decision to choose a
career in teaching?

•

What was your socioeconomic status during your childhood and adolescent
years? Did this affect your career choice in any way? If so, how?

Additional Cautions
It has been suggested to school districts that they should not ‘'bother recruiting
minority teachers if' they do not take four additional points seriously and work toward
implementation (Learning Point Associates, 2005, p. 16). These points will be
addressed as they apply to educator preparation programs.
First, colleges of education must take care to be sure that increasing diversity
does not lead to more segregated classes or cohorts of students. The key point is to
consider the value of diverse and fully inclusive classrooms and programs in our higher
education programs. Teacher candidates, whether minority or not, must be valued for
who they are as students and prospective teachers, not as the token representative of an
entire racial or ethnic minority group. Interestingly, one particular Latino student in a
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college program refused to have his photo on a program brochure because he felt that a
photograph showing white, Latino, and African-American students equally represented
for the brochure would simply be false advertising - this teacher candidate did not wish
to be the “lone representative" for his Latino culture and noted that peers often turned to
him to speak for his culture. Steps must be taken to ensure that our students of color do
not encounter this type of environment.
Second, support and mentoring systems must be in place. Careful consideration
must be given to peer support networks, advising structures, and structures that reach
across campuses to assist students with the various institutional processes that they may
encounter, from course registration to working with financial aid offices. If a mentoring
and support system is built, potential teachers of color may come and stay. If it is not
built, students of color may come but will be likely to exit quickly. This is simply too
important to neglect.
Third, schools and colleges of education must work to diversify their own
leadership team(s), their faculty and staff, and the quality of the curriculum in terms of
how “diversity" is infused and/or integrated.
Fourth, ongoing training and preparation for faculty and staff on topics such as
culturally responsive teaching (which can be modeled in our higher education
classrooms;, working with limited-English proficient students and their families, and
dysconscious racism, which is a form of racism that accepts dominant white norms and
privileges.
The Kirwan institute (2004) identified three desired outcomes regarding
diversity that parallel the general findings of this research:
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•

The focus should be outcome-oriented, not just simple process or input focused.
We must identify our goals, then align our institutional arrangements to produce
those desired outcomes.

•

Working towards true integration requires giving those who have been
historically excluded a voice to help reform and shape a new institution.

•

We must engage the larger debate, broaden our goals, challenge the exclusivity
of current arrangements, and strive towards greater equity in our institutional
structures.

Efforts must include a focus on developing institutional arrangements, and once
developed, a focus to sustain such arrangements must be sharpened. Specific goals of
Latino/a teacher recruitment programs must be articulated publicly so that the
commitment is not a secret. Talking about the issue of diversity has not done much.
Action must be taken to develop and maintain minority teacher recruitment and other
types of sustainable diversity-based, inclusion initiatives. Educator preparation
programs must challenge themselves by letting others know what their goals are simply put, it is not necessarily easy for programs to challenge themselves. Perhaps a
type of self-inflicted accountability, by way of a public commitment to diversity that
includes a quantifiable goal of preparing more teachers of color, will help. At a
minimum, a public commitment to diversity will challenge programs into thinking that
others are watching - whether they are or not.
Latino/a students and other students of color should not be recruited into teacher
preparation programs if systems to advise, mentor, and support them throughout their
rigorous programs of study are not in place. To fail to do so will only worsen the
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problems, as students may not complete programs. The publicity that programs receive
when students share their “unsuccess” stories with their peers and families is not the
kind of publicity that is needed. It will only add to the factors that already dissuade
potential Latino/a students and other students of color. A sound recruitment plan
without a sound retention plan is a plan for failure.

Speculation on Career Choice
The following section contains speculation on a few areas that might have been
expected to surface from participant interviews, but did not. First, teaching as a career
for immigrant mobility will be discussed, including an examination of the cost of
schooling for previous immigrant groups and for current groups in the United States;
then language barriers will be explored; and finally, family influences and the role they
might play on how young adults make career choices will be discussed.
There is a rich history of immigrant mobility in the United States, and in past
decades, some immigrant groups have used careers in teaching to move up the social
ladder and secure their own economic well-being. One prominent example is the IrishAmerican woman. Though it is neither the focus of this research nor a finding from the
data set, speculation regarding why teaching has not been a vehicle of upward mobility
for Latino/'as is warranted.
In the early twentieth century, Irish-American women comprised the largest
single ethnic group among public school teachers in at least four major American cities.
According to Rousmaniere, the Irish-American women at that time were among the
"most educated of all immigrants to America, male and female, and they used that
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education to enter the white-collar occupation of teaching, thus ensuring their own
economic security and that of their own families. These immigrant daughters' teaching
careers served as the linchpin for Irish-American families’ social and economic
mobility. As Nolan states: ‘'Rather than being footnotes to the history of the Irish in
America, teachers are at the center of that experience” (p. 138).
Latino/a students and families now constitute large part of American society, but
why are so few entering teaching, and why is teaching not the same vehicle for social
mobility as it had been for other groups? My research did not yield any significant data
on how or why Latino/as might use a career in teaching as a tool for upward mobility in
the United States. However, speculation has led to several possible reasons, cited
below.
First, the cost and related debt of an education and teacher preparation in the
twenty-first century simply does not compare to costs in the early twentieth century.
The Irish-American women did not have as much debt in preparation (perhaps none).
There was a minimal cost in terms of dollars. This is most likely due to the relative lack
of barriers to entering the teaching profession. Becoming a teacher in the early
twentieth century did not require extensive schooling, testing, and monetary costs.
According to Kirkpatrick, “The certification process, while going back to the early
nineteenth century for a precedent, is relatively recent. In 1920, no state required even a
college degree for elementary teachers, and most of them didn't have one. Only 10
states required a college degree for secondary teachers. As late as 1948. almost 60
percent of the nation's teachers still lacked a college degree” (p. 1, 2000). Simply
stated, entrance to the field of teaching had far less barriers one hundred years ago.
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Second, and related to the types of barriers upon entry, the cost of preparation in
the twenty-first century is high. ‘The opportunity cost of preparation programs can
easily amount to $35,000 or more, significantly reducing the real pay of teachers. In
effect, teacher preparation is quietly funded by this massive invisible tariff on aspiring
teachers. Certification dissuades potentially effective teachers. Energetic, talented
individuals will have many attractive alternatives and may be the least willing to endure
the hoops and hurdles of certification” (Hess, 2002). The amount of $35,000 is likely to
be on the low-end of estimates of a four-year college degree program, and many states
and preparation programs now require graduate studies in order to be fully certified as a
teacher. A question remains: Is the burden of debt in the twenty-first century
significantly higher than in the early twentieth century that Latino/as may need to set
their sights on higher paying occupations?
Third, many Latino/a students face a language barrier that, while it may have
existed for earlier immigrant groups, is more fully exposed as a liability when it comes
to testing obstacles (high stakes testing in high schools, teacher tests, etc.). All of the
testing is focused on a high-level of proficiency in spoken and written English. While
the immigrants in 1920 may have had language banders, they were not required to pass
a battery of tests in order to attain a job as a classroom teacher. The language barrier
did not fully exist for some earlier immigrant groups, e.g. the Irish-American women,
and this barrier is discussed below.
Presently, there are many Latino/a students in public schools for whom English
is not the native language. In the United States, nineteen percent of children ages 5-17
speak a language other than English at home. The number of children ages 5 to 17 who
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spoke a language other than English at home more than doubled between 1979 and
2004, from 3.8 million to 9.9 million (NCES, 2004). This is important to consider
because there are two kinds of English proficiency that students who use English as a
Second Language (ESL) develop, according to the theory developed by Cummins
(1996).
The first is basic interpersonal conversational skills (BICS). ESL students need
BICS skills to carry on conversation in social settings and in various face-to-face
conversations. BICS English is not demanding in a cognitive sense, and it is
characterized as context-embedded since contextual cues are available to both speaker
and listener involved in the conversation. According to Cummins, it takes only 2 to 3
years for ESL students to attain BICS English. In other words, BICS English is
relatively easy to learn, and can be attained in a rather short period of time.
Cummins named cognitive academic language proficiency (CALP) as a second
type of ESL proficiency, and it is described as “context-reduced,” as in the written texts
of the content areas of social studies, science, and math. Because it lacks sufficient
context, ESL students often have difficulty with comprehending what they read, and
this difficulty also carries over to their ability to express their thoughts in standard
English writing (Cummins, 1996). CALP English used in context-reduced academic
learning demands high cognition on the part of the ESL student. In addition, Cummins
reports that it takes 5 to 7 years for ESL students to be proficient in CALP English.
Unlike BICS learning, CALP learning is a long-term undertaking. Collier (1987, 1989;
Collier & Thomas, 1989) suggests that it can take up to 10 years for ESL students to
reach grade-level CALP English depending on the kind of English instruction they
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receive. Essentially, this means that ESL students need CALP English in order to
perform well on cognitively demanding tasks, such as writing and presenting expository
and research papers, performing well on high-stakes examinations, debating, or other
skills that demand higher-order cognition.
Therefore, while Latino/a ESL students may appear to be bilingual (EnglishSpanish) in face-to-face discussion, the ability to ''think” in English may not be fully
developed. The length of time to develop higher-order cognition in another language
develops over many years, and the thought processes required for automatic translation
may not be in place when some of the Latino/a students are attempting to pass their
proficiency examinations. In some cases, and in the case of teacher examinations,
Latino/a ESL students may have a wealth of content knowledge and pedagogical
knowledge, but the language barrier remains an obstacle to teacher licensure.
In other research conducted on this topic, a key finding has been that family
discouragement plays an important role in deterring students of color from pursuing
careers in teaching. One researcher, June Gordon, said, “The number one reason people
of color don't go into teaching is family discouragement” (p. 26, 2000). This factor did
not fully surface in this research and was not deeply explored. In the few instances in
which participants noted family discouragement, it appeared that an underlying reason
for the discouragement was status and salary afforded to teachers. It appears that this
should be an area for future research so that determinants on career choice can be
identified, understood, and put into practice as components of recruitment programs.
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Summary
Recommendations for Educator Preparation programs must be comprehensive;
that is, recruitment will not yield long-term success if it is done without careful
attention to the needs of the students of color it is intended to attract. Understanding
what it truly means to be a teacher must be an integral part of recruitment, and that can
be accomplished in a number of ways. The successful recruitment programs examined
in chapter two tapped into the strengths and life experiences of paraprofessionals who
already had worked in schools, understood school culture, and the observed the
demands placed on teachers on a day to day basis. College age students of color often
can draw only upon their "apprenticeship of observation," which is unreliable in terms
of how it helps individuals shape their perceptions of the work of teachers and the
viability of that work as a career for themselves. This can be particularly bad for
students who come from low income districts with rundown facilities and unsafe
conditions for teachers and students. Why would students want to return to this type of
setting in a different role? Latino/a students on college campuses could benefit from an
opportunity to experience schooling and the work of teachers by taking first-year
courses for general education credit that would provide the time to experience and
reflect on the work of teachers. When individuals do not fully understand their career
options, they may pursue careers based purely on incentives and without an in-depth
knowledge of the field.
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APPENDIX A
CONSENT FOR VOLUNTARY PARTICIPATION
I volunteer to participate in this qualitative study and understand that:
1.

I will participate in an interview conducted by Raymond M. Sharick. The
interview session will use a guided interview format consisting of approximately
15 questions and will last for approximately 60 minutes.

2.

The questions I will be answering address my views on issues related to the
recruitment of teachers of color, especially Hispanic/Latino teachers; my current
career path; and ideas/recommendations for future recruitment efforts. I
understand that the primary purpose of this research is to assist educator
preparation programs in developing and implementing recruitment and retention
strategies in order to increase the number of Hispanic/Latino candidates for
careers as public school teachers.

3. The interview will be tape recorded (audio) to facilitate analysis of the data.
4.

My name will not be used, nor will I be identified personally in any way or at
any time. I understand it may be necessary to identify participants by certain
characteristics (age, gender, ethnicity, grade currently teaching, year in college,
etc.).

5.

I may withdraw from part or all of this study at any time.

6.

I have the right to review material prior to any publication and/or the final oral
exam.

7.

I understand that results from this interview may be included in teacher
recruitment literature, Raymond Sharick’s doctoral dissertation, and in
manuscripts submitted to professional journals for publication.

8.

Iam free to participate or not to participate without prejudice.

9.

Because of the small number of participants, approximately 20,1 understand that
there is some risk that I could be identified as a participant in this study.

Researcher’s Signature (Raymond M. Sharick)

Participant's Signature

Participant’s Name (Please Print)
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APPENDIX B
COVER LETTER AND INVITATION TO PARTICIPATE

Dear Participant.
I am currently working as the Certification Officer in the School of Education at
the University of Massachusetts Amherst. I am also working to complete my Doctoral
dissertation, and I am in the process of gathering data. I am interested in learning more
about how educator preparation programs can design and implement specific
recruitment and retention strategies, with the end-goal of helping greater numbers of
students of color and/or adults to enter teaching careers.
Your participation will entail one interview lasting approximately one hour. I
will protect your identity in the reports that I write. You should understand, however,
that I may quote directly from our interview but will not use your name in any part of
the report.
I appreciate your willingness to give your time to this project. If you have any
questions, please feel free to call me at home (413-253-7653) or email
ravmonds@educ.umass.edu

Thank you,

Raymond M. Sharick
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